The perceptions of urban middle school teachers of the relationship between cognitive teaching strategies and school achievement: Implications for educational leadership., 2008 by Feagins, Izear, III (Author) et al.
ABSTRACT 
EDUCATIONAL LEADERSHIP 
FEAGINS, 111, IZEAR B.A. LASIERRA UNIVERSITY, 1993 
M.A. CLARK ATLANTA UNIVERSITY, 1999 
THE PERCEPTIONS OF URBAN MIDDLE SCHOOL TEACHERS OF THE 
RELATIONSHIP BETWEEN COGNITIVE TEACHING STRATEGIES 
AND SCHOOL ACHIEVEMENT: IMPLICATIONS FOR 
EDUCATIONAL LEADERSHIP 
Advisor: Dr. Trevor Turner 
Dissertation date May 2008 
Instructional methodology is progressive and ever-changing. Urban middle 
school teachers perceive that their instructional strategies are working within their 
classroom. Many professional development workshops have been attended and created; 
yet reading articles about brain-based teaching strategies and keeping abreast of 
nontraditional approaches to teaching has been infrequent. As a result, this study 
investigates and explores teachers' perceptions of cognitive teaching strategies and their 
use of these strategies in the classroom. Some of the cognitive teaching strategies are 
explained through the Collins-Brown Model of Cognitive Apprenticeship. The strategies 
are also explained through the philosophies of Constructivism and Progressivism. In 
addition, school achievement may or may not be successful when cognitive teaching 
strategies are used. The stratagems should be followed by teachers who know Gardner' 
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Intelligences Theory and brain-based teaching instructional strategies. This paper 
discusses cognitive teaching strategies and school achievement. It also explores whether 
teachers have teacher quality thereby implementing the strategies that they perceive that 
they are performing in their classroom. In addition, the paper discusses how educational 
leaders and policymakers should offer support to instructional staff. Educational leaders 
should know and observe cognitive teaching in classrooms as well as policymakers 
making decisions to support the instructional component and personnel. 
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CHAPTER I 
INTRODUCTION 
Urban middle school teachers who teach sixth, seventh, and eighth grade students 
must ensure that they are teaching the eighth grade curriculum and content descriptors of 
the Criterion Reference Competency Test (CRCT) to their students. If not, the eighth 
grade students could be retained (www.doe.kl2.ga.u~). Sixth and seventh grade teachers 
must also ensure that they are teaching concepts to their students for readiness in the 
eighth grade. The students must know information described in the Georgia Performance 
Standards (GPS) in order to pass the ReadingILanguage Arts and Mathematics 
components of the CRCT of State of Georgia (www.doe.kl2.ga.u~). 
In the meantime, the curriculum has been changed for readingllanguage arts and 
mathematics in the State of Georgia (www.doe.kl2.ga.u~). The teaching pedagogy, 
therefore, must change because the curriculum is very specific and detailed; and not 
broad and general as before. Consequently, one teaching model that has been introduced 
to most teachers in the State of Georgia is the Cognitive Teaching Model. This model is 
better known as constructivist teaching or cognitive apprenticeship. It centers on brain- 
based teaching and learning strategies (Office of Educational Research and Improvement, 
2001). 
In addition, Howard Gardner (1 991) studied three more intelligences that link to 
cognitive learning theories. The three intelligences are natural, spiritual, and 
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existential. Particularly, the natural intelligence that is being investigated suggests that 
humans learn in their environment and become a product of their environment in which 
culture is learned, and thus creating diversity in the classroom when students come 
together in one classroom to learn (Brualdi 1996). 
Teaching methods have been an educational dilemma. Teaching strategies 
utilized to enhance student learning has also been an educational problem (Hammond, 
1999). The teacher is the student's first contact in the classroom for subject area 
development. Educational leaders in various school districts have allocated and spent 
money for professional development. They have offered professional development 
within their school buildings to research, impart and implement various teaching 
methods, pedagogy, and different instructional strategies to teachers (Danielson, 2006). 
Meanwhile, educational leaders have been challenged with these dilemmas and 
problems too. Some educational leaders have realized that they should investigate the 
rationale behind what school personnel teach and how they teach and offer support to 
teachers (Danielson, 2006). 
According to Spillane (2001), cognition theory is distributed in a social 
framework which makes cognition a fundamental component of human activity; in other 
words, how educators work. The author continues to write that through collaborative 
efforts, people complete their tasks well within their familiar and comfortable 
environment or within their social framework. These tasks include teaching students in a 
contented school environment and climate within a school. Furthermore, educational 
leaders personify such an environment and climate when they participate in professional 
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development and work collaboratively with teachers. Congruently, Howard Gardner's 
Intelligence Theory mentions in its naturalistic intelligence component that all humans 
learn in their environment; thus, teachers should have some knowledge of their student(s) 
culture in order to teach them (Smith, 2002). 
While teachers are teaching students, teachers engage students in learning 
strategies that assist him or her with acquiring, processing, and retaining content within 
any subject area. Therefore, the cognitive thinking of a middle school student needs to be 
explored and investigated because urban school teachers need to know how the brain 
operates (Wolfe, 2001) with cognitive teaching strategies within the classroom. Knowing 
how the brain works will assist urban school teachers on how to prepare and deliver 
instruction. It will also inform their decisions about materials and resources allocation 
for best instructional practices. 
This research discusses educators' perception about how their middle school 
students acquire knowledge, process knowledge, and retain knowledge through a medium 
of their teaching methodologies and strategies. The purpose of this study is to examine 
teachers' knowledge and use of cognitive teaching strategies and their relationship to 
brain-based instruction, school achievement, teacher quality, and the knowledge of 
Gardner's Intelligences Theory. 
Education is the foundation upon which all knowledge exists. Therefore, building 
a foundation affords each of us, particularly middle school students the opportunity to 
grow mentally and physically. In order for middle school students to grow mentally and 
physically, teachers, administrators, and staff should create an environment in which 
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students will continually yearn for not only existing knowledge, but also a willingness to 
create knowledge (Clements & Battista, 1990). 
When a student discovers knowledge, a student retains and executes knowledge 
favorably. This is the philosophy of idealism. Students should apply high critical 
thinking skills, especially in this global society in which we live. They should create 
their own hypothesis, formulate their own questions, and perform their own experiments 
in all subject matter when given parameters within each subject matter (Wiles, 1993). 
Furthermore, Wiles (1 993) continues to suggest that students should engage 
themselves in group activities to foster social interaction and critical thinking skills. 
Everyday activities should be presented in the classroom with each student utilizing his 
or her own learning styles, then students and teachers should be successful inside and 
outside of the classroom. 
In order to be successful inside the classroom, Wolfe (2001) emphasizes that a 
teacher should know how the brain works. Wolfe believes that understanding the brain's 
activity would help with the academic achievement of students. Cognitive processes 
located in the working memory of the brain have seldom been discussed in conjunction 
with academic achievement, according to the (U.S. Department of Education 2001). The 
department emphasizes that with the help of more cognitive research, the research may 
explain some of the educational problems and dilemmas this country faces today with 
academic achievement. 
Moreover, as you will read further in Chapter two of this study, cognitive 
teaching strategies, brain-based instructional strategies, and Gardner's Multiple 
Intelligences' Theory draw fiom each other which may ultimately produce successful 
school achievement. According to Atherton (2005), Howard Gardner, founder of 
Gardner's Multiple Intelligences' Theory, relied upon technology such as the CAT scan 
machine to see the brain's structure to visage authority for his theory. Howard Gardner's 
Intelligences' Theory stems from cognitive and developmental psychology. In essence, 
cognitive neuroscience birth Gardner's Intelligences' Theory after Gardner himself 
pulled from sociology, philosophy, and neurology. 
Problem Statement 
Teaching strategies and methods have been an educational dilemma within the 
educational community. As the demand for teachers have grown over the years, most 
states have allowed people to teach without all the requirements of certification. Yet, 
these teachers have obtained provisional licensure by attending alternate route teaching 
classes (Hammond, 1999). Alternate route teaching is described as individuals taking a 
limited amount of courses to obtain certification fiom any state to teach other than 
matriculating through a college or university. Therefore, some teachers who have 
attended these alternate route classes to obtain licensure have not been taught different 
types of teaching pedagogy. And yet, because of such inexperienced and unlicensed 
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Table 1 (continued) 
MS = Middle School CS = Charter School AC = Academy 
Language Social 
Reading Arts Math Science Studies 
School Grade % Failed % Failed % Failed % Failed % Failed 
MS 3 6 15.7 13.0 63.5 58.3 32.2 
AC-C 6 15.4 12.8 59.0 66.7 20.5 
MS 4 6 6.0 7.1 24.7 45.2 7.1 















Table 1 (continued) 
MS = Middle School CS = Charter School AC = Academy 
Language Social 
Reading Arts Math Science Studies 
School Grade % Failed % Failed % Failed % Failed % Failed 
MS 7 7 33.6 18.0 50.0 56.2 26.9 
MS 8 7 8.4 9.1 18.1 25.3 9.1 
MS 5 7 30.3 19.3 60.0 60.7 26..4 
MS 3 7 26.7 21.4 47.0 47.7 29.5 
AC-C 7 29.3 17.1 41.5 39.0 14.6 
MS 4 7 21.1 10.0 37.8 22.2 20.0 
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According to Hammond (1 999), teachers who are not prepared to teach have 
difficulties with lesson planning, teaching their content, and managing the classroom as it 
relates to behavior. Teaching strategies and methods that are acquired in the alternate 
route teaching classes in such a short period of time are apparently not valuable. 
The problem is that teachers' pedagogies are not effective to the average urban 
middle school student. In an educational study, most teachers who teach in an urban 
middle school are not prepared to teach their content; nor are the prepared to teach. 
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Additionally, one out of four teachers obtains a teaching license on an emergency basis 
from a state entity. The problem in the preparation or lack thereof with teaching 
strategies and the delivery of the content reveal the performance of school achievement 
(University of North Texas, 1997). 
Moreover, the public schools within the State of Georgia must meet adequate 
yearly progress (AYP). If public schools within the State of Georgia do not meet AYP 
within four to six years, then the school will be taken over by the State Department of 
Education in Georgia. Therefore, Georgia Performance Standards were created and 
implemented for student success within the State of Georgia; thus, supporting school 
achievement as published every year (www.doe. k 1 2.ga.u~). 
In order for schools to meet adequate yearly progress, urban middle school 
teachers should be offered professional development on how to possess the knowledge, 
skills, and disposition in order to earn successful school achievement (Danielson, 2006), 
especially if these teachers took an alternate route to become teachers. If urban school 
teachers comprehend how to use cognitive teaching strategies, methods, and instructional 
models, then urban school teachers should practice these cognitive methods within their 
classrooms and local site-based buildings to interest the student in the learning process; 
thus school achievement may be successful (Lauth, 1989). Hence, the question is herein 
posed: How do urban middle school teachers perceive and use cognitive teaching 
strategies to teach urban middle school students? 
Purpose of the Study 
The purpose of this study is to investigate the knowledge and use of cognitive 
teaching strategies as the dependent variable. It also investigates the outcome of school 
achievement, also a dependent variable within this study, when cognitive teaching 
strategies are used. The study examines the perceptions of teachers' cognitive teaching 
strategies, if any, and their teaching pedagogy. It also investigates the teachers' 
knowledge of Gardner's Intelligences Theory. The data were used to investigate whether 
or not teachers have the knowledge of various teaching strategies and their connection to 
school achievement. In addition, class averages were calculated to address school 
achievement as a local school site. 
As a result of the Georgia Department of Education requiring that all schools 
make adequate yearly progress, student learning within this study were investigated to 
determine whether or not students are actively engaged within the learning process for 
student success within the content areas of readingllanguage arts and mathematics. 
A large urban school system in the Southeastern United States and its middle 
schools are a system to observe. The reason that a large urban school system in the 
Southeastern United States is a system to observe is that its superintendent has been in 
office more than three years. Furthermore, the leaders of the system are strategically 
placing personnel in positions that will best benefit the school system. More schools 
within the system are making AYP, especially the elementary schools (www.doe.kl2. 
ga.us). 
Needless to say, most middle schools in a large urban school system in the 
Southeastern United States are also making AYP. Eleven middles schools made AYP out 
of the sixteen middle schools within the system during the 2005-2006 school year 
(www.doe.kl2.ga.u~). This equates to 69% of the middle schools in a large urban school 
system in the Southeastern United States. Since most teachers within the state of Georgia 
have been exposed to brain-based teaching techniques, are the middle schools in a large 
urban school system in the Southeastern United States utilizing the cognitive teaching 
model within their Reform Models? 
A large urban school system in the Southeastern United States has several reform 
models that are exercised to make AYP within the community that it serves. Some of 
these reform models are adopted by a local school site. The reform models are chosen 
based upon the clientele or students of the school and school's community. One of these 
reform models for a school to adopt is chosen in collaboration with the teachers, 
principals, and executive directors that best suites the community and the clientele which 
the school serves. Socioeconomic status of each school which can be obtained from 
school records and public data may impact the decision about which reform model to 
adopt at a particular urban middle school within the large urban school system in the 
Southeastern United States. 
Middle school demographics for the large urban school system in the 
Southeastern United States are presented in Table 2. 
Table 2 
A Large Urban School System in the Southeastern United States. Middle School 
Demographics 
Total Enrollment FreeIReduced Lunch 6th 7th 8' 
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Total Enrollment FreeIReduced Lunch 6th 7th 8 t h  
Table 2 (continued) 
Total Enrollment FreeIReduced Lunch 6th 7th 8 t h  
Gender 
Male 320 
Female 3 19 
Total 656 












Middle School 10 
Race 
American Indian 1 
Asian 0 
Black 561 
Hispanic 2 8 
Multiracial 0 
Caucasian 26 
Table 2 (continued) 
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Table 2 (continued) 




Total 5 69 
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Caucasian 23 0 
Table 2 (continued) 
Total Enrollment FreeIReduced Lunch 6th 7th 8 t h  
Gender 
Male 3 59 
Female 3 60 
Total 73 8 
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Significance of the Study 
The significance of this study is to identify and explore the gap between the 
cognitive teaching strategies and student learning outcomes which affect school 
achievement in the urban middle school student. This study attempts to join perceptions 
of the urban school teachers and the learning outcomes of the urban middle school 
student. The learning outcome should be measured by the CRCT passage rate. Cognitive 
teaching pedagogy and methodology were investigated to obtain an understanding of 
academic success or failure among urban middle school students. 
CHAPTER I1 
REVIEW OF THE LITERATURE 
Intellectual development of a child is part of his or her cognitive development. 
The working memory, a component of the cognitive process should append itself to 
academic concepts in the classroom. The mechanism which joins the two is primarily 
scientific research (Wolfe, 2001). The research emphasizes that the components of the 
working memory are in itself acquisition, process, retention, and execution of learned 
information. This research will hopefully begin a series of questions that can be 
addressed in the future with scientific study of the brain and its working memory. 
Academic achievement has seldom been linked with the neurological components of the 
brain (US. Dept. of Education, 2001). The components are attention (acquisition), how 
the information is acquired; working memory (reasoning), how the information relates to 
any existing knowledge in the memory; and retention (long-term memory), how the 
information is stored (Matlin, 2002). 
Cognitive Processes 
One component of the cognitive process is acquisition, how learned information is 
acquired. Acquisition is an essential component because the information has been 
introduced to the brain; and how the information has been introduced in the classroom is 
critical to academic success (Brualdi, 1996). The working memory is a conscious 
process of information. Encoding refers to your initial acquisition of information. 
During the process of encoding a student places information into storage, temporarily. 
Meanwhile, your response in past situations to which you can relate is executed within 
the brain. This process of learning is called the Self Reference Effect (Foley, 1999). 
The Self Reference Effect points out that people recall more information when 
they try to relate the information to one's self or an experience. In order for recall to be 
executed, the information must be stored in the long-term working memory (Matlin, 
2002). 
To illustrate, students need rich internal personal cues from that which is being 
presented to trigger relevant information that can be associated with them. One can 
easily create internal cues associated with self and a student can easily link these cues 
with new information during the encoding stage (Foley, 1999). 
Neuroscience research has made a great deal of progress in identifying brain 
activity during memory encoding. Research on memory encoding has focused on the 
frontal lobe of the cortex, specifically the prefrontal and the cortex which is the region in 
the front portion of the frontal lobe of the brain. Some methods of instructional delivery 
have been identified by Corno and Mandinach (1 983) as not only reinforcing recipient 
learning approaches, but also actually interfering with the acquisition of self-reference 
effect process in students. 
Role of the Teacher 
Unfortunately, the role which some teachers assume in teaching middle school 
children is detrimental to the middle school student. Researchers are now finding that 
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some teachers are complacent in their own methodology of teaching. Most teachers are 
lecturing material, giving directions or instructions, and asking low level recall questions 
(NSTA, 1990). 
According to Wolfe (2001), educators should use specific stimuli such as, touch, 
taste, and hearing which responds itself to emotion and mood for a long lasting 
experience, in this case a long lasting learning experience. Children learn with a reaction 
of specific stimuli which correlates to learning styles of an individual. Learning styles of 
children vary. However, the learning must take place through the five senses of the 
human body for a specific reaction. These include sight, hearing, feeling, tasting, and 
smelling. 
Sensory memory is a large-capacity storage system that records learned 
information from each of the senses with reasonable accuracy. The sensory memory 
funnels the Iearned information to the working memory or short-term memory (Matlin, 
2002). One method to learned information through the stimuli of touch is authentic 
learning. Authentic learning involves hands-on activity. This component of learning 
encompasses as many senses as possible simultaneously. Children like to have well- 
structured activities that contain an element of surprise. They love to be on their feet 
doing what comes naturally. The key words for authentic learning are: create, originate, 
comprise, and so forth (Wolfe, 2001). 
Gardner's Multiple Intelligences Theory 
In association with the sensory memory is Howard Gardner's Theory of Multiple 
Intelligences. This theory has several implications for teachers in terms of classroom 
instruction. The theory states that all seven intelligences are needed to productively 
function in society and in the classroom. Using biological as well as cultural research, 
Gardner (1 983) formulated a list of seven intelligences. This new outlook on intelligence 
differs greatly from the traditional view which usually recognizes only two intelligences, 
verbal and computational. The seven intelligences of Gardner's Theory are defined as 
follows: Logical-Mathematical Intelligence which consists of the ability to detect 
patterns, reason deductively and think logically. 
Moreover, this intelligence is most often associated with scientific and 
mathematical thinking. Matlin (2002) suggest that reasoning and deductive thinking has 
a top-down processing effect. The author continues to write that a belief-biased effect 
encourages people to execute their prior knowledge rather than principles of logic. 
Furthermore, that which a student is exposed to initially has an effect upon logic and 
reason. 
Intelligence is Linguistic Intelligence which involves having a mastery of 
language. This intelligence includes the ability to effectively manipulate language to 
express oneself. It also allows one to use language as a means to remember information. 
Neuro-linguistics in cooperation with Hemispheric Specialization defines the left 
hemisphere of the brain which actively processes language. It selects the sound of what it 
hears; and if possible, selects the syntax of language of what it needs to produce or say. 
In so doing, it divides complex words into simpler words (Hellige, 1998). 
Another intelligence of Gardner's Theory is Spatial Intelligence. It has the ability 
to manipulate and create mental images in order to solve problems. This intelligence is 
not limited to visual domains; it is also formed in blind children. Cognitive maps are 
important in this intelligence. These maps present a vision within the brain not seen by 
the naked eye. The map is not external. These cognitive maps present a mental 
representation of the external environment or real-world setting (Matlin, 2002). 
In addition, Musical Intelligence is one of Gardner's Theories of Intelligences 
which encompasses the capability to recognize and compose musical pitches and tones. 
Auditory functions are required for a person to develop this intelligence in relation to 
pitch and tone. 
Another theory is Bodily-Kinesthetic Intelligence. This theory suggests an ability 
to use one's mental abilities to coordinate one's own bodily movements. This intelligence 
involves touch and texture (Brualdi, 1996). It challenges that mental and physical 
activity are unrelated. The last theory is the Personal Intelligences which includes 
interpersonal intelligence. It suggests the ability to understand and discern the feelings 
and intentions of others and its counterpart, intrapersonal intelligence describes the ability 
to understand one's own feelings and motivations. These two intelligences are separate 
from each other. Nevertheless, because of their close association in most cultures, they 
are often linked together. 
Although the multiple intelligences are separate from each other, Gardner (1983) 
claims that the seven intelligences very rarely operate independently. Rather, the 
intelligences are used concurrently and typically complement each other as individuals 
develop skills or solve problems. Additionally, Gardner (as cited in Smith, 1999) 
discusses that a Natural Intelligence, Spiritual Intelligence, and an Existential Intelligence 
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exist. These three more intelligences are the latest intelligences that Gardner is exploring 
and is investigating. Smith (1 999) describes the Natural Intelligence as humans learning 
their environment and becoming a product of their environment. The Spiritual 
Intelligence is one that the author, Smith explains to be difficult to clarify. He believes 
that the Spiritual Intelligence is uncorroborated. 
Lastly, the Existential Intelligence is describe by the author, Smith, that this 
intelligence is concerned with big issues in life and is distant from other intelligences. 
Gardner believes that we must continue to study ourselves to seek an understanding that 
will benefit all. Gardner's theories are congruent with findings that there is both a 
biological and cultural basis for the multiple intelligences. 
Cognitive Thinking and Learning 
Neurobiological research indicates that learning is an outcome of the 
modifications in the synaptic connections between brain cells. Primary elements of 
different types of learning are found in particular areas of the brain where corresponding 
transformations have occurred. Thus, various types of learning result in synaptic 
connections in different areas of the brain. For example, injury to the Broca's area of the 
brain will result in the loss of one's ability to verbally communicate using proper syntax. 
Nevertheless, this injury will not remove the learner's understanding of correct grammar 
and word usage. 
Teachers, therefore, should think of all intelligences as equally important. This is 
in great contrast to traditional education systems which typically place a strong emphasis 
on the development and use of verbal and mathematical intelligences (Gardner, 1991). 
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Thus, the Theory of Multiple Intelligences implies that educators should recognize and 
teach to a broader range of talents and skills. 
Another implication is that teachers should structure the presentation of material 
in a style which engages most or all of the intelligences. For example, when teaching 
about the revolutionary war, a teacher can show students battle maps, play revolutionary 
war songs, organize a role-play of the signing of the Declaration of Independence, and 
have the students read a novel about life during that period. This kind of presentation not 
only excites students about learning, but it also allows a teacher to reinforce the same 
material in a variety of different ways. By activating a wide assortment of intelligences, 
teaching in this manner can facilitate a deeper understanding of the subject material. 
Everyone is born possessing the seven intelligences (Gardner 1983). 
Learning Strategies 
Nevertheless, all students will come into the classroom with different sets of 
developed intelligences. This means that each child will have his own unique set of 
intellectual strengths and weaknesses. This set determines how easy or difficult it is for a 
student to learn information when it is presented in a particular teaching style. Many 
learning styles can be found within a classroom with one lesson. Therefore, as much as 
possible a teacher should accommodate each lesson within a subject to all of the learning 
styles of students in the classroom. The teacher can show students how to use their 
developed intelligences to help themselves understand a subject which normally employs 
their weaker intelligences (Lazear, 1992). 
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For example, the teacher can suggest that an especially musically intelligent child 
should learn about the revolutionary war by creating a song about what happened. 
Children learn in different ways. Therefore, it is important that a teacher knows how 
their students learn subject matter. Knowing how each student learns will allow the 
teacher to properly assess the child's progress. This individualized evaluative method and 
practice will allow a teacher to make more informed decisions on what to teach and how 
to present the concept. Furthermore, the subject matter can be presented to the child in 
such a way that acquisition is captured by interest (Wolfe, 2001). 
After the teacher has presented the information to students, the teacher should 
allow the students to explain the material in their own way by allowing the students to 
use their various intelligences. This preferred assessment, other than multiple choice 
testing, includes student portfolios, independent projects, student journals, and assigning 
creative tasks (Lazear, 1992). 
Cognitive Instructional Strategies 
Instructional strategies differ with educators. Another strategy is short-circuiting, 
This strategy entails that a teacher should direct the student's attention to specific 
information. This teaching strategy uses instructional resources such as charts and 
diagrams that would reduce the need for learners to engage in the transformational 
processing of information within the brain (Corno & Mandinach, 1983). However, it 
would seem that a high level of teacher-imposed structure would increase the 
transformational processing of information within the brain. The attention level at which 
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the information is encoded should simultaneously have cognitive engagement (Matlin, 
2002). 
Cognitive engagement suggest that students are more likely to benefit from 
instruction when teachers use participant modeling methods of instruction; such methods 
involve teacher demonstration, hands-on activity learning, cooperative learning, and 
discussion, as well as the explicit modeling strategies of self-directed methods for 
authenticity, or realism. In addition, low achieving or low ability students are particularly 
likely to benefit from instruction in the use of these teaching and learning strategies 
(Wolfe, 2001). 
Unfortunately, some teachers require seatwork as the routine in their classes 
(Irvine, 1990). Many students find this dull and boring; and therefore, most middle 
school students' interest in a subject area gradually decreases. Rote and drill when 
memorizing multiplication tables, for example, fell short when students had to understand 
when and where mathematics could be applied. Students may have knowledge of 
procedure, but may not have comprehension (Price, 1996). When the teaching method of 
lecturing is often utilized, it may not make the subject matter personal to the student. 
Subject matter should be taught in a living context that is meaningful and relevant to a 
student. This includes their culture and everyday activities (NSTA, 1990). 
According to the National Science Teacher Association [NSTA] (1 990), a teacher 
can make any subject matter interesting by including what children do in their everyday 
lives in their teaching. Teachers should make use of information from other disciplines, 
involve laboratory experiences, and provide opportunities for positive experiences that 
3 1 
would boost self-esteem and confidence. After teachers have made the subject matter 
interesting, they should follow up each activity with a meaningful and relevant class 
discussion or pro-ject. This procedure would allow students to express their ideas about 
their knowledge of the subject matter taught (Lewis, 1996). 
Herein the question is posed. How do urban middle school students acquire, 
process, and retain learned information? Certainly, constructivist teaching benefits all 
students' learning, but teachers who teach minority children, particularly African- 
American children should incorporate cultural experiences. One such methodology used 
by experienced teachers is cooperative learning. Cooperative learning has been used by 
some teachers who teach African-American students. These experienced constructivist 
teachers realize that African-American children do well in cooperative and authentic 
learning activities because these methods are congruent with cultural norms of African- 
Americans. This methodological approach involves organizing small help groups in the 
classroom to encourage and facilitate learning (Gebreyesus, 1992). 
In addition to neurobiological research, Gardner (1983) suggests that culture plays 
a significant role in the development of the intelligences. All societies value different 
types of intelligences. The cultural value placed upon the ability to perform certain tasks 
provides the motivation to become skilled in those areas. Therefore, while particular 
intelligences might be highly identified with individuals of one culture, those same 
intelligences might not be as developed in the individuals of another culture. 
Educators have sought to facilitate learning with students to develop a sense of 
accomplishment and self-confidence. Gardner's Theory of Multiple Intelligences 
provides a theoretical foundation for recognizing the different abilities and talents of 
students. This theory acknowledges that while all students may not be verbally or 
mathematically gifted, children may have an expertise in other areas, such as music, 
spatial relations, or interpersonal knowledge (Gardner, 199 1). Approaching and 
assessing learning in this manner allows a wider range of students to successfully 
participate in classroom learning. 
Classroom learning for a culture of people such as, African-Americans, especially 
in children should be authentic. Children should incorporate as many intelligences and 
talents into the classroom as much as possible. This includes spatial, visual; musical, 
hearing; and other intelligences. More teachers of any descent should incorporate 
constructivist and progressivism teaching when presenting information to African 
American children (Clements & Battista, 1990). However, most teachers of any subject 
matter who have been teaching for many years are comfortable within their own 
methodology of teaching (White, 2005). Thus, academic achievement among African- 
American students can be stagnant if a relationship is not established. Communication is 
important to investigate where children are academically so that the teachers can move 
out of a comfort zone and teach students from where they are and where they need to go 
(McCollough, 2000). 
Cognitive Teaching Model 
A cognitive teaching model can be explained through the constructivist approach 
to teaching. The model is described as The Collins-Brown Model of Cognitive 
Apprenticeship (Collins, 1991). It is defined as an apprenticeship in which instructional 
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strategies are used to teach all students of all grade levels; however, this study is focusing 
on the middle school student and middle school achievement. These constructivist 
instructional strategies and methods are delivered within the classroom as real-life 
authentic situations. Students should be able to apply what they have learned in any 
given situation (Collins, 1991). Collins identifies this type of instructional method as 
situated learning. These types of instructional components are real-life problem-solving 
situations that the teacher has appropriately prepared for students. 
In addition, under this model of cognitive apprenticeship, a cognitive teaching 
modeling, coaching can also be performed to assist students with concepts in any subject 
area. In so doing, students learn about how to process what they need to know in order to 
do what they need to do within any given situation (Collins, 1991). The students appear 
to have the knowledge, skills, and motivation to perform any duty. 
The constructivist theory from which The Model of Cognitive Apprenticeship was 
birthed suggests that students learn independently in real-life situations. It also implies 
that students created their own meaning of reality (Driscoll, 1994). The theory aims to 
have students perform instructional tasks with high-order thinking skills. While teaching, 
these skills are found within the questioning process from teachers to students. The 
questions should be critical thinking questions that are prompted and posed from the 
Bloom's Taxonomy Levels developed by B. S. Bloom. The levels are described from 
highest to lowest: Evaluation-level 6; Synthesis-level 5; Analysis-level 4; 
Application-level 3; Comprehension-level 2; and Knowledge-level 1 (Bloom, 1956). 
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The Cognitive Teaching Model allows the teacher to have students create their 
own problems and investigate those problems utilizing their own criteria and methods. 
The middle school student should be allowed to plan and perform their own experiments 
within given parameters of the teacher (Burkham, 1999). Unlike the Cognitive 
Apprenticeship, Burkham (1 999) continues to write that Didactic Teaching is described 
as the teacher allowing students to copy notes, listen to lecture, and watch the teacher 
demonstrate or model a lesson. This type of teaching is more teacher-led than student- 
led. 
In contrast, however, some teachers believe that Didactic Teaching is the only 
way; and yet, they operate their classroom under the Cognitive Teaching Model hoping 
that their students will grasp the knowledge needed to pass a state standardized test which 
ultimately affects school achievement (White, 2002). 
In addition, teachers should involve students in cooperative learning groups, 
scaffolding, and independent learning with situated learning. Again, situated learning is 
applying the knowledge that has been learned in a given situation or circumstance. 
Furthermore, this is described as contextual learning. Yet, according to (Stewart & 
Bristow 1995), cognitive development of the brain and multiple intelligences are 
intertwined with student learning. The authors further make the implication that the 
multiple intelligences should be known by the teacher such that the classrooms or the 
learning environments have meaning to the population which the classroom serves. 
School Achievement 
According to the Georgia Department of Education (www.doe.kl2.ga.us), schools 
within the State of Georgia must meet a minimum passing requirement in Reading, 
Language Arts and Mathematics in order to earn adequate yearly progress. Each local 
school site must make AYP for two consecutive years in order to stay on the AYP list of 
schools. The minimum passing percentage for all students in each local school for 
Language Arts is 66.7% and Mathematics is 58.3%. For this study, the CRCT scores 
earned in the year 2007 will be utilized for data analysis. 
Some of the variables that affect school achievement, according to Hammond 
(1999), are class size, teacher quality, and school size. Hammond states that successful 
school achievement has little to do with a child's background or social environment. She 
continues to write that more effective teachers are assigned to non-black students and less 
effective teachers are assigned to African-American students. Some of the studies that 
she has indicated in her writing suggest that instructional leaders are practicing inequity 
when assigning students to teachers. 
In addition, Hammond (1 999) suggests that teachers and school leaders affect 
school achievement when they speak proper English. In other words, the verbal 
cognitive ability of a teacher affects their teaching in the way that they delivery 
instruction, whether it be in a clear and concise way or an unclear and confusing way. 
School achievement is also affected by educational leadership retention. 
According to (Morgenthal, 2001), the difficulty in hiring principals and retaining 
principals is high. The author continues to advocate that low-achieving schools have a 
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more difficult challenge hiring and retaining principals than high-level achieving schools. 
One of the reasons that principal retention is difficult is that more demands for successful 
student achievement and school achievement have been placed upon principals across the 
country (Morgenthal, 200 1). Instructional leadership components such as school 
governance, organization, climate and a number of other components that a principal is 
responsible for affects school achievement (Heck, 1990). 
In order to achieve AYP status, Holland (2007) indicates that educators at the 
level at which students are taught cannot earn school achievement or AYP by themselves. 
A child must be ready to come to school and learn. It must be a collaborative effort 
before pre-kindergarten with policy makers. Policy makers should make decisions about 
closing the achievement gap before a child enters school. The policy makers should have 
with the knowledge and understanding of instructional programs and economic policy. 
The decisions, as Holland states, should begin with recognizing the social class of its 
citizenry and its local school clientele. 
Furthermore, schools are meeting state standards by implementing classroom 
initiatives that are discovery-oriented in nature (Armitage, 2005). One initiative is that 
teachers have engaged in curriculum-planning professional development workshops. 
Within this initiative, teachers are to create interdisciplinary units involving all subjects 
for one project. The second initiative was to recruit college students as tutors. 
Consequently, gains in student achievement within readingllanguage arts and 
mathematics were significant. 
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Discovery-oriented programs can raise student achievement thus earning school 
achievement when the proper instructional strategies are applied within the classroom. 
This implies that students create their own meaning of reality when given a project to 
complete (Driscoll, 1994). Quality teachers should monitor and facilitate the learning 
process of each student within the classroom while a project is being implemented. The 
teacher should also know the learning style of each student and formulate lessons 
designed to meet the needs of students (Lazear, 1992). 
School achievement can be successfully earned by following the components of 
the Cognitive Teaching Model or Apprenticeship and knowing the multiple intelligences 
of each student taught. Furthermore, the quality of a teacher and their teaching pedagogy 
such as brain-based instructional strategies; as well as experience and certification could 
significantly affect school achievement along with the decisions of policy makers and 
educational leaders (Hammond, 1999). 
Philosophies of Progressivism and Constructivism 
According to Clements and Battista (1 990), the philosophy of a teacher should be 
constructivism. This term, constructivism is defined as guiding the focus of students and 
offering assignments and opportunities for growth within the subject matter. In order for 
a child to have growth within a subject matter, the teacher must allow students to 
experience real-life situations within the classroom (Irvine, 1990). 
Furthermore, Irvine (1 990) states that the approaches used in the classroom 
should be carefully designed and orchestrated. Several reasons exist as to why all 
teachers should practice constructivism in their classroom. Evidence shows that with 
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constructivist teaching African-American children learn more using as many intelligences 
and talents as much as possible. 
According to Gebreyesus (1992), cooperative learning is a social learning 
approach from which all students, black students in particular can benefit. Cooperative 
learning classrooms are consistent with cultural norms, socialization patterns, communal 
values, and reward structures of the African-American community. 
In addition, some African-American families, according to Gebreyesus (1 992), 
are reared in large families in which sharing is a cultural norm and these extended 
families systems have been found to be more common among African-Americans and 
other minorities such as Hispanics than among other groups of people, particularly 
Caucasians. African-Americans rely more heavily upon extended kin than Caucasian 
families do; therefore, Gebreyesus (1 992) suggests the teaching method of cooperative 
learning. 
According to Irvin (1990), effective teachers of minority students can be 
identified by their relentless levels of energy and exuberance. The author continues to 
state that effective teachers move about the classroom using their bodies, voices, and 
facial gestures as teaching instruments. Also, these teachers do not shy away from 
touching their students such as, a pat on the back or a hug for a job well done. 
McCollough (2000) suggests that teachers who teach Afiican-American students 
should learn the cultural norms of the African-American community. Teachers who do 
not know how to teach African-American children whether the teachers are Caucasian, 
Hispanic, or even African-American should use inquiry with other educational 
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professionals, preferably African-American teachers to assist them in assessing the needs 
of African American students. 
The learning needs of African-American students can be assessed when the 
encoding process is practiced within the classroom. The encoding process is an essential 
initial cognitive component that can be utilized in the classroom for successful retention 
when the information is presented in such a way that it peaks the interest of the learner, 
especially the Afkican-American student. Keeping students' interest can be influenced 
negatively or positively with how information is presented in the classroom; and then 
obtained. Students who are actively engaged in the learning process will more likely 
achieve success (Dewar, 1999). 
Another approach to teaching is mimetic or traditional which involves rote and 
drill. This method is not congruent with constructivist teaching. As stated earlier, when 
memorizing multiplication tables, for example, the traditional process fell short when 
students had to actually understand when and where mathematical processes should have 
been applied. Students may have knowledge of procedure, but may not have 
comprehension (Gebreyesus, 1992). 
Summary 
According to the U.S. Department of Education (2001), more research on 
cognitive neuroscience should be investigated. This brief research has discussed the 
working memory and its components such as acquisition, reasoning, and retention; 
approaches in teaching strategies such as, cooperative learning, particularly for the 
African-American student, and some constructivist teaching methods and strategies. A 
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brief discussion about cooperative learning in which "kinship" and "communal sharing" 
are important to the African-American child has been presented in this research, but this 
strategy is not the only teaching strategy available. This research also presented 
examples of teaching strategies within cognitive teaching and learning. Remember, 
according to Matlin (2002), the sensory memory is very important to acquisition, 
reasoning, and retention because the sensory memory from which the five senses operate 
must convey messages or funnel information to the working memory. 
Furthermore, our discussion fringed upon the approach of traditional learning in 
which the African-American student listens to lecture and ask questions based upon the 
lecture, basically rewording the question into a statement to answer a question the teacher 
has given. This is a traditional approach called mimetic. Again, African-American 
students according to (Gebreyesus, 1992) do not acquire, reason, and retain information 
using this type of teaching strategy. African-American students acquire, reason, and 
retain learned information for execution by incorporating everyday life experiences into 
the classroom using teaching methodologies such as, cooperative learning, hands-on 
experience, and how the teacher implements instruction. 
Lastly, the research discussed school achievement. Student achievement has an 
affect upon school achievement in that researched based teaching and learning strategies 
and methods must be utilized in order to meet AYP. When each classroom meets AYP, 
the school earns the status of being on the AYP list of good schools. School achievement 
is subject to teaching strategies, teacher quality, and political decisions as described in 
Chapter Two under School Achievement. 
CHAPTER I11 
THEORETICAI, FRAMEWORK 
The purpose of this study is to examine teachers' knowledge and use of cognitive 
teaching strategies and school achievement and their relationship to brain-based 
instruction, teacher quality, and the knowledge of Gardner's Intelligences Theory. The 
study will also examine how socioeconomics of a school, and the experience. gender, 
educational level. and ethnicity affect cognitive teaching strategies and school 
achievement. 
The problem that this study focuses upon is that teachers' pedagogies artre not 
effective to the average urban middle school student. Most teachers who teach in an 
urban middle school are not prepared to teach their content; nor are the prepared to teach. 
The problem is in the lack of teacher preparedness of teaching strategies and the delivery 
of the content. The lack of teacher preparedness reveals the poor performance of school 
achievemefit (University of North Texas, 1997). 
Since 23% of all teachers within the United States are hired with alternative 
certification (Gcodnough, 2002), the lack of teacher credentials, experience, and 
preparedness, some educational leaders have realized that they should investigate the 
rationale behind what school personnel teach and how they teach; and then cffer support 
to teachers as thev themselves (educational leaders) participate and engage in 
professional development (Danielson, 2006). 
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Student learning is the most important outcome within the realm of education. It 
is the basis for the existence of schools across the country. According to the National 
Science Foundation (1990), Cognitive Theory embraces the skills through which students 
learn. These skills include the attention, memory, decision making and higher order 
thinking skills. These neurological skills have been explored by behavioral scientist for 
nearly 25 years. 
Similarly, other studies have emerged from cognitive science to neuroscience 
research and cognitive psychology (National Science Foundation, 2003). The National 
Science Foundation believes that cognition in its findings from research will assist with 
understanding the cognitive process as it occurs within the classroom during learning. 
The foundation of these United States seeks further study to investigate its theory about 
how the brain works and how to improve learning in educational settings. 
Behavioral scientists have discussed visual, auditory, smell, taste, and touch as 
neurological scepters as mediums through which students acquire and learn information 
(National Science Foundation, 1990). Howard Gardner has also studied cognitive and 
psychological development utilizing his Intelligences Theory. In essence, cognitive 
neuroscience birth Gardner's Intelligences' Theory after Gardner himself pulled from 
sociology, philosophy, and neurology (Atherton, 2005). 
Cognition research can improve student learning and academic achievement with 
fwther study and practice. Researchers should build upon theoretical concepts and 
empirical evidence to apply these concepts to educational practice which will explain 
theory and practice congruency. The foundation would like for researchers to study 
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perception of cognitive neuroscience within the realm of education and other disciplines. 
Moreover, they would prefer that the study focus on the perception of the senses and 
intelligences with instructional practices from the teacher to the student (NSTA, 1990). 
As mentioned a forehand, Gardner's Intelligences Theory and Cognitive Theory 
draw from each other. Howard Gardner, founder of Gardner's Intelligences Theory 
relied on both cognitive and developmental psychology (Atherton, 2005). 
In the interim, urban school teachers and educational leaders should understand 
that cognitive thinking and learning are integral components of cognition. These 
components exist within a social context that exemplifies the school's environment and 
climate. In so doing, instructional activities enable the autonomy of a teacher's and 
student's characterization fi-om the environment in which human actitity is distributed 
(Spillane, 2001). Thus, making a school environment and climate what they are. 
This study attempts to explain the cognitive teaching strategies of urban middle 
school teachers and the learning of an urban middle school student. It also attempts to 
explain teaching and learning strategies and how these two strategies can be intertwined 
to assist students with retaining information across the reading and mathematics curricula 
and promote successful academic school achievement. 
Relationship among Variables 
The dependent variables in this study are cognitive teaching strategies and school 
achievement. The dependent variable, cognitive teaching strategies involves teachers 
who teach toward the students' five senses as they participate in instructional activities. 
There is a relationship between cognitive teaching strategies implemented in the 
classroom and cognitive learning strategies performed by students (see Figure 1). Both 
strategies bridge the gap as the students grasp knowledge from enduring understandings 
within the same classroom (Matlin, 2002). 
Independent Variables Dependent Variables 
Figure I .  Diagram of Variables 
The word cognitive refers to the various senses of the brain such as, seeing, 
hearing, feeling, smelling, and tasting. The sender, the urban middle school teacher 
should know how the receiver (learner) of the information will use the information; thus 
knowing how the brain operates. The use of learned information is comprised within the 
components of the working memory which involve acquisition, process, and retention. 
These components have a direct relationship to instructional teaching practices within the 
classroom. The teacher with the understanding of cognitive teaching assists the middle 
school student with brain-based instructional activities (Wolf, 200 1). 
Furthermore, school achievement is based upon the teaching of teachers and the 
learning of students. This success of this dependent variable is reliant upon how students 
learning and how teachers teach. School achievement is measured by the State of 
Georgia testing device entitled the Criterion Reference Competency Test. In order for the 
school to achieve success, the students must earn a minimum passing score in Reading, 
Language Arts, and Mathematics for the school to achieve its goal of AYP. 
Definition of Variables 
Dependent Variables 
Cognitive Teaching Strategies. Cognitive teaching strategies are teacher-led. 
They involve planning and teaching the way students learn. The teacher must know 
whether his or her students learn by seeing, hearing, touching, smelling, or tasting; and 
then plan and implement instruction toward each student's learning strategy. The 
teaching strategies must engage all students with these learning strengths. It involves 
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planning instructional sound activities in which students can participate with their five 
senses, thus remembering acquired information through a learning experience. 
The teacher also is moving around the classroom insuring that student 
engagement is at the high levels of critical thinking. Tt also involves questioning prompts 
that link the levels of Bloom's Taxonomy levels of engagement to a higher level thinking 
and response by the student. In addition, the teacher presents materials and resources 
which connect students to real-life situations, thus once again insuring a learning 
experience. The teacher presents and demonstrates the instructional activity. 
School Achievement School achiexrement is described as a minimum percentage 
of students earning the passing score on the CRCT, Criterion Referenced Competency 
Test which is the state achievement test of Georgia for Grades 2 - 8. It also involves 
calculating a class average within a school on each grade level. 'Then, those class 
averages will determine whether the local middle school made passing percentages 
created by the State of Georgia for Language Arts and Mathematics classes. 
Independent Variables 
'I'he independent variables that will contribute to this cognitive teaching study are 
the following: teacher quality, Gardner's Multiple Intelligences, and brain-based 
instruction. 
Moderating Variables 
Social Economic Status (SES): The Social Economic Status of av urban middle 
school is based upon the fiee and reduced lunch student percentages. The SES through 
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the free and reduced lunch percentage explains the economic status of the school; thus 
describing the economics or average salary of the parent or guardian. 
Teacher Ethnicity. This moderating variable, Teacher Ethnicity is described as a 
teacher whose cultural identity is identified as the following: African-American, Black 
Non-Hispanic; Asian or Pacific Islander, American Indian, Alaskan, Caucasian, White 
Non-Hispanic; Multi-Racial, or Other. 
Teacher Experience Teacher Experience is defined as the years that a teacher 
has been fully certified within the profession of education. Teacher experience is also 
defined within this study as the years of experience at a current local school building for 
at least one year. Teacher Experience may or may not necessarily affect school 
achievement. 
Teacher Gender: Teacher Gender is described within this study as the teacher 
being a male or female in the classroom teaching one of the four core subjects: Language 
Arts, Math, Social Studies, or Science. The gender of a teacher may or may not affect the 
achievement goals of a local school. 
Teacher Highest Educational Level: Teacher Highest Educational Level is 
described within this study as the teacher obtaining a Bachelors, Masters, Educational 
Specialist, or Doctorate degree. The description of this moderating variable does not 
describe certification levels. The educational level of a teacher may or may not affect the 
achievement goals of a local school. Teacher Highest Educational Level may or may not 
necessarily affect school achievement 
Definition of Terms 
Brain-based Instructional Activities: Brain-based instructional activities are 
student-led. These activities are planned by the teacher for student engagement only. 
These activities are described as hands-on or authentic in nature, listening, smelling, 
tasting, and seeing. These brain-based activities stimulate the five senses of the student. 
The five senses are the medium through which the student's working memory can 
acquire, process, and retain content. In addition, the student performs the instructional 
activity while he or she is learning. Brain-based activities are student-centered whereby 
the teacher allows the student to demonstrate all learning. 
Gardner 's Multiple Intelligences Theory: This theory explains the reasons of 
human cognition. Teachers' knowledge of this theory would assist the teacher in 
planning brain-based instructional activities because the theory suggests that we learn and 
adapt to our surroundings, thus acquiring certain skills as we matriculate through life. 
The theory provides a definition of human nature. 
Teacher Quality: Teacher quality is defined for this study as a teacher creating 
and mapping lessons exactly where a student needs to develop his or her learning skills. 
Teachers with quality create authentic or hands-on activities, utilize cooperative learning 
groups, and move around the classroom monitoring instruction. 
Research Questions 
Consequently, for the problem and its statement mentioned in this study, the 
following research questions have been created guide this study: 
Is there a statistical correlation between a teacher knowing about 
cognitive teaching strategies and their implementation of these 
strategies within the classroom? 
Is there a statistical correlation between cognitive teaching strategies in 
the classroom and the knowledge of Gardner's Eight Intelligences 
Theory? 
Is there a statistical correlation between cognitive teaching and learning 
strategies and brain-based instructional activities for urban middle 
school students? 
Is there a statistical correlation between cognitive teaching strategies 
and teacher quality? 
Is there a statistical correlation between cognitive teaching strategies 
and the socioeconomic status (SES) of the school? 
Is there a statistical correlation between cognitive teaching strategies 
and teacher experience? 
Is there a statistical correlation between school achievement and teacher 
quality? 
Is there a statistical correlation between school achievement and 
Gardner's Multiple Intelligences? 
Is there a statistical correlation between school achievement and brain- 
based instructional activities? 
RQ10: Is there a statistical correlation between school achievement and the 
ethnicity of a teacher? 
RQ11: Is there a statistical correlation between school achievement and the 
level of a teacher's educational level? 
RQ12: Is there a statistical correlation between school achievement and the 
gender of a teacher? 
Limitations of the Study 
The limitations of this study are the following: 
1. The powerlessness to control teachers' responses of the survey who may want 
their school to appear knowledgeable within the subject area of study. 
2. The principal to whom the survey will be given to read beforehand may notifj 
staff about what their responses should be in order for the school not to appear 
knowledgeable about the variables studied. 
3. The varied educational and experience levels of teachers and educational 
leaders such as principals, and etc. who may have more knowledge than 
others; and then those who know that they do not have the knowledge of some 
of these variables as they think others may have may indeed answer 
untruthfully. 
4. The responses of participants who have knowledge that the researcher is an 




The purpose of this study was to explore cognitive teaching strategies and school 
achievement as the dependent variables. The study attempted to examine the perceptions 
of teachers' cognitive teaching strategies, if any, and their teaching strategies. It also 
attempted to investigate school achievement, a dependent variable within this study as an 
outcome of student learning as a result of teaching strategies. Additionally, teachers' 
knowledge of Gardner's Intelligences Theory and the use of brain-based instruction have 
been examined. 
This chapter presents the methodology, design, and procedures of the study that 
will be used to assess the relationships between the dependent variable, independent 
variables, and the moderating variables. 
Instrumentation 
Participants of the study were urban middle school readingllanguage arts and 
mathematics teachers within a large urban school system in the Southeastern United 
States. The participants were employed in middle schools in a large urban school system 
within the Southeastern United States. The participating middle schools and urban 
school teachers shall remain anonymous. The participants accessed an on-line survey 
created by the researcher of this study on www.surveymonkey.com. 
The on-line survey consisted of questions about the knowledge and use of 
cognitive teaching strategies and instructional strategies of cognitive teaching stratagems. 
The survey consisted questions about the knowledge of Gardner's Intelligences Theory 
and brain-based instruction strategies. Additionally, 'Teacher Quality questions were 
asked of teachers within the urban school system. They asked about their educational 
level and years of teaching experience. Teachers were also asked their ethnicity and 
gender which may or may not affect school achievement or student learning. 
School achievement information was obtained from a large urban school system 
in the Southeastern United States or from the Georgia Department of Education. School 
Achievement was measured by obtaining CRCT, Criterion Referenced Competency Test 
data. The surveys and information will be collected and utilized for further investigation 
within this study. 
The on-line survey was coded to determine which teachers of any urban middle 
school within a large urban school system in the Southeastern United States responded. 
This method allowed the researcher to determine which middle school data would be in 
the study. However, again no schools will be mentioned in the study. The urban middle 
schools will be listed as Middle School One, Middle School Two, and etc. 
In addition, the socioeconomic status (SES) was obtained from public school 
record and public data located on the National Center for Education Statistics website. 
Thus, Social Economic Status, or SES questions were asked within this study's 
questionnaire or survey. 
Population and Location of Research 
The study took place at all middle schools within a large urban city within the 
Southeastern United States. The study attempted to engage all readingllanguage arts and 
mathematics urban middle school teachers in the questionnaire. The middle schools 
serve students and parents in major areas located within a large urban city of the 
Southeastern United States. These areas are known as North and South within the large 
urban city. The demographics of these areas are ever changing. However, the latest 
characteristics are discussed below. 
The northern part of the large urban city has been growing in population for the 
past four years. The population has grown with more minorities moving into the area, 
especially African-Americans. This area is populated mostly by white persons and non- 
black minority persons. 
Another area within the large urban city is the southern area. The population has 
grown significantly in this area. More African-Americans are moving into this area than 
any other race group of people. 
The large urban city residents are as follows: 22.3% of residents within the urban 
city are 18 years and under. Those who are 65 years and older and are residents of the 
large urban city are 9.7%. Those u7ho are under 5 years of age and who live in the urban 
city are 6.4%. Therefore, only 61.6% of the residents are between 18 and 65 (Census 
Report, 2003). 
Minorities and others live within the city limits; thus, the school system will 
reflect the diversity which exists within its school buildings. The large urban city of the 
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Southeastern United States is diverse in that 33.2% of whites live in it; 61.4% of blacks 
reside in the large urban city; and 1.9% of Asians live within its limits. In addition, 4.5% 
of Hispanics have made the large urban city their home. 
The median household income of the residents is $34,770.00. Furthermore, the 
persons below poverty are 24.4%. The large urban city within the Southeastern United 
States and its residents also has longevity in their communities. For instance, 44.2% of 
the residents have resided at their address for five or more years. The urban city has been 
attracting college educated residents who have purchased quality renovated homes in 
quiet neighborhoods with shopping nearby. The median value of an owner-occupied 
home is $130,600.00. 
In addition, 34.6% of the urban residents have a college degree. Furthermore. 
76% of the city's residents have a High School Diploma which is 1.7% below the average 
of the State of Georgia schools. These percentages are expected to grow as the 
population increases (Census Report, 2003). 
The large urban city sits within county boundary lines. The city is the county 
seat. Both areas, north and south are spread over 13 1 square miles with the Downtown 
area located within the central part of the county. 
Procedures and Method of Data Collection 
Bodgen and Boden (2004) suggested that data collection [for this study] consists 
of surveys. All middle school language arts and mathematics teachers for all grade 
levels, sixth, seventh, and eighth, that have been in their current school for at least a year 
will be given the opportunity to participate in the on-line survey. 
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This research project investigated the urban middle school teachers' perception of 
cognitive teaching strategies. Therefore, teachers have voluntarily completed the survey 
instrument for the collection of data and information. The only data that were needed 
from the students was public record of AYP information. This information was found in 
the Governor's School Achievement Record. Students did not actively participate within 
this study for data collection or anything otherwise. Data collection was only performed 
from teacher response on the survey. 
The principal of each urban middle school within the large urban city was given 
the opportunity for his or her staff to participate in the study. The permission of the 
principal was sought by the researcher of this project to conduct the on-line survey. The 
survey was voluntary. 
In addition, the reason that math and language arts teachers within the urban 
middle school were chosen for surveys is that these teachers teach the two major subject 
content areas that the Georgia Department of Education recognizes in meeting AYP. 
Teachers who teach sixth, seventh, and eighth graders were notified by their principal to 
participate in the survey. Each teacher who teaches each grade in each school was able to 
complete the voluntary survey. The on-line survey was voluntary and was taken outside 
the timefiame of the instructional day. 
Also, the urban school teachers have come from different backgrounds such as 
African-American, Caucasian, Asian, etc. Each teacher completed and submitted a 
survey related to their knowledge of instruction and normal activities in their everyday 
work life. The teacher was given time to complete the survey. The survey was 
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completed in their very own classroom setting or building of work or at home after the 
instructional day. The urban school teachers were representatives of gender, race, 
education, and experience within the school system. Special Education urban middle 
school teachers who teach readingllanguage arts and mathematics completed the on-line 
survey across all middle school grade levels. 
The cognitive teaching survey was created by the researcher. The survey asked 
questions related to the teaching strategies and methodologies, and pedagogy of teachers. 
It also asked questions about their educational philosophy, educational background and 
experience, and the knowledge of Gardner's Intelligence Theories along with cognitive 
teaching strategies, school achievement, and brain-based instructional activities. 
Teachers are not identified within this study. Before any questionnaires were 
completed by teachers, they completed a release on-line form for the legal protection of 
the researcher. Again, no names of any sort were mentioned in this study. In addition, 
the data of each middle school within a large urban school system in the Southeastern 
United States were not mentioned by name in this study. The middle schools were 
classified as Middle School One, Middle School Two, and so forth up to 16. 
Methods of Data Analysis 
After the teachers completed the survey, the researcher categorized and analyzed 
the data. A data chart was created by the researcher to quickly identify the survey 
answers of the middle school urban school teachers. The information was sorted and 
arranged such that patterns can be found and later discussed. Discussion was developed 
after the responses of the survey were sorted, coded, and arranged. Coding was quickly 
referred to documents for validity and credibility with the survey. For this study, the 
2007 CRCT, Criterion Referenced Competency Test scores were utilized for data 
analysis. 
Methods of Establishing Data Validity 
During this study, the researcher validated findings with data that were collected. 
The documentation was collected over time through surveys. The time frame for data 
collection was more than 45 days. The procedure that was used for the validity of this 
research was to stay within the parameters of the specific research, discuss only the 
survey findings of the research, and code its findings. The survey was given to teachers 
who worked within the local school for at least one year, Furthermore, the instrument 
utilized to obtain data was an on-line survey. 
The survey was completed voluntarily by middle school urban teachers in one of 
the middle schools of a large urban school system in the Southeastern United States to 
test the comprehension level of the instrument. If any recommendations were posed, then 
the urban school teachers of this school would have address the recommendations by the 
on-line survey. 
The researcher of this study examined the recommendations from the urban 
school teachers and made the necessary adjustments, if any to accommodate the 
collection of data before the survey was published to all middle schools. 
Methods of Establishing Data Reliability 
Reliability Summary 
A reliability test using the Statistical Package for the Social Sciences (SPSS) 
reliability procedure was performed on the instrument used in this study in order to 
validate the use of the survey instrument. The survey consisted of five components that 
measured the survey items which were grouped to represent the knowledge of cognitive 
teaching strategies, the implementation of cognitive strategies within the classroom, 
teacher quality, brain-based instruction, and Gardner's Multiple Intelligences. 
The survey items were grouped to represent knowledge of cognitive teaching 
strategies (items 33 to 36, 38, and 41); implementation of cognitive teaching strategies 
within the classroom (items 1 to 1 O), teacher quality (items 17 to 29). brain-based 
instruction (items 11 to 16), and Gardner's Multiple Intelligences (items 30 to 32,37,39, 
and 40). 
Cronbach Alpha was used in the test of reliability. The Cronbach Alpha test 
theory was utilized to show equivalence of the components within this study. The 
components or dependent and independent variables are located in the table below. 
The results of the reliability test indicate that each of the five survey components 
are reliable and are constructed of similar measures. Although the survey is constructed 
of many similar measures, teacher quality has the lowest "N" within the factor analysis 
below. This indicates that teacher quality had fewer responses than the other factors. On 
the other hand, the other factors with an "N" above 89 had more responses than teacher 
quality. 
Some factors within Table 3 are more reliable than others based upon the 
Cronbach Alpha (see Appendix A). For example, the Knowledge of cognitive teaching 
strategies has a higher Cronbach Alpha than the factor of implementation. This suggests 
that the implementation factor. althcugh reliable is less reliable than the factor of 
knowledge. 
Table 3 
Results of the Reliability Test 
N Cronbach Alpha 
Knowledge of cognitive teaching strategies 89 332 
Implementation of cognitive strategies within the classroom 90 .668 
Teacher quality 83 .789 
Brain-based instruction 90 .607 




The purpose of this study was to examine teachers' knowledge and use of 
cognitive teaching strategies and their relationship to brain-based instruction, school 
achievement, teacher quality, and the knowledge of Gardner's Intelligences Theory. 
The researcher selected participants from 16 middle schools for this study. Ninety-six 
reading, language arts and mathematics teachers from grades 6 through 8 from 14 middle 
schools were included in the sample population. These teachers were surveyed utilizing 
the Middle School Teaching Survey (see Appendix B). School Achievement was 
measured using the 2007 Georgia Criterion Referenced Competency Test (GCRCT) 
scores in reading, language arts, and mathematics. 
Procedures 
Dependent, independent, and moderating variables were defined for this study. 
The following variables have been identified as dependent variables: knowledge of 
cognitive teaching strategies, implementation of cognitive strategies within the classroom 
(interval) and school achievement. Independent variables include teacher quality, brain- 
based instruction; and Gardner's Multiple Intelligence (interval). Moderating variables 
consist of teacher position (nominal), gender of teacher (nominal), teacher race 
6 1 
(nominal), teachers' educational level (ordinal), teachers' years of experience (ordinal), 
and teachers' years fully certified (ordinal). 
The appropriate statistic used in analyzing each research question was determined 
by the metric or "type" of data used in the study and the type of relationship that was to 
be tested. A Pearson r correlation was used to compute a measure of association between 
two variables when the variables were of interval levels of measurement. A Spearman r 
was used to compute a measure of association between two variables when the variables 
were of ordinal levels of measurement. A Chi-square was used to test the hypothesis of 
no association when the variables were of nominal levels of measurement. The Statistical 
Package for the Social Sciences (SPSS) was used to analyze the data collected in this 
study. The information presented in this chapter includes demographic information on 
the population sample and the results and analysis of the statistical tests applied to the 
null hypotheses, All of the statistical procedures were tested at the (.05) significance 
level. 
Descriptive Summary 
The sample population consisted of 96 respondents; 93 teachers, and 3 other staff 
positions. Eighty-one percent of the respondents were female and approximately 17% 
were male. Fifty-percent of the respondents surveyed had a master degree with 
certification and 26% had a bachelor's degree with certification. Forty-four percent of 
the respondents had one to three years of experience in the current school and 24% had 
four to seven years of experience. Thirty-percent of the respondents had one to 
62 
three years of fully certified experience and 24% had four to seven years of fully certified 
experience. Sixty-four percent (63.7%) of the respondents were African-American (see 
Table 4). 
Table 4 
Descriptive Summary of Participants 











Teacher Education Level 
BA without Certification 
BA with Certification 
MA without Certification 
MA with Certification 
Education Specialist (Ed.%) 
Table 4 (continued) 
Variable Frequency Percent 
Doctorate with Certification 
Missing 
Total 
Teacher Years in Current School 
Less than 1 year 
1-3 years 
4-7 years 
8-1 1 years 
12- 15 years 
16- 19 years 
Missing 
Total 
Teacher Years Fully CertiJied 
Less than 1 year 
1-3 years 
4-7 years 
8-1 1 years 
12- 15 years 
16- 19 years 
Missing 
Total 
Table 4 (continued) 











Results of Statistical Analysis of Hypotheses 
The null hypotheses formulated for this study and related findings are presented 
below: 
Hol: There is no statistical correlation between a teacher knowing about 
cognitive teaching strategies and their implementation of these strategies 
within the classroom. 
The Pearson correlation was selected to test a relationship for this null hypothesis 
because the dependent and the independent variables were interval. The correlation 
analysis generated a correlation coefficient r = .414. n = 95, p = .000, where the 
calculated probability is less than the accepted significance level of p < 0.05. There is a 
statistical correlation between a teacher knowing about cognitive teaching strategies and 
their implementation of these strategies within the classroom. Therefore, the hypothesis 
was rejected and there is a significant relationship between a teacher knowing about 
cognitive teaching strategies and their implementation of these strategies within the 
classroom. The strength of the relationship is r2 = .17 1 indicates that teachers knowing 
about cognitive teaching strategies can explain 17% of the variance of a teacher's 
implementation of these strategies within the classroom (see Table 5). The stronger a 
teachers' knowledge is in terms of cognitive teaching strategies the more frequent their 
use of cognitive teaching strategies in the classroom. 
Table 5 
Pearson Correlation: Teachers' Practices Correlated with Cognitive Strategies 
Knowing About Implementing 
Cognitive Teaching Cognitive Teaching 
Strategies Strategies 
Implementing Cognitive N=95; p < 0.05 
.414 --- 
Teaching Strategies significance level 
Brain-based Instruction N=95; p < 0.05 
.430 
significance level 
Teacher Quality N=95; p < 0.05 
.402 
significance level 
Gardner ' s Multiple N=95; p < 0.05 
.647 
Intelligences significance level 
Ho2: There is no statistical correlation between implementation of cognitive 
teaching strategies in the classroom and the knowledge of Gardner's Eight 
Intelligences Theory. 
The Pearson correlation was selected to test a relationship for this null hypothesis 
because the dependent and the independent variables were interval. 'The correlation 
analysis generated a correlation coefficient r = .287, n = 95, p = .000, where the 
calculated probability is less than the accepted significance level of p < 0.05. There is a 
significant relationship between implementation of cognitive teaching strategies in the 
classroom and the knowledgz of Gardner's Eight Intelligences Theory. Therefore. the 
hypothesis was rejected and there is a significant relationship between the teachers' 
knowledge of Gardner's Eight Intelligences Theory and their implementation of these 
strategies within the classroom. The strength of the relationship is r?. = .08 indicates that 
the teachers' knowledge of Gardner's Eight Intelligences Theory can explain 8% of the 
variance of teachers implementation of these strategies within the classroom (see Table 
5) The more knowledge that teachers have in regards to Gardner's Eight Intelligences 
Theory the more frequently teachers will use cognitive teaching strategies in their 
classroom instruction. 
Ho3: There is no statistical correlation between the implementation of cognitive 
teaching and learning strategies and brain-based instructional activities for 
urban middle school students. 
The Pearson correlation waq selected to test a relationship for this null hypothesis 
because the dependent and the independent variables were interval. The correlation 
analysis generated a correlation coefficient r = .459, n = 95, p = .000, where the 
calculated probability is less than the accepted significance level of p < 0.05. There is a 
significant relationship between implementation of cognitive teaching and learning 
strategies and brain-based instructional activities for urban middle school students. 
Therefore, the hypothesis was rejected and there is a significant relationship between the 
teachers' use of brain-based instructional activities for urban middle school students and 
their implementation of these strategies within the classroom. The strength of the 
relationship is r2 = .2 1 indicates that the teachers' use of brain-based instructional 
activities for urban middle school students can explain 2 1 % of the variance of teachers 
implementation of these strategies within the classroom (see Table 5). The more 
frequently teachers utilize brain-based instructional activities the more frequently 
teachers will use cognitive teaching strategies in their classroom instruction. 
Ho4: There is no statistical correlation between implementation of cognitive 
teaching strategies and teacher quality. 
The Pearson correlation was selected to test a relationship for this null hypothesis 
because the dependent and the independent variables were interval. The correlation 
analysis generated a correlation coefficient r = .402, n = 95, p = .000, where the 
calculated probability is less than the accepted significance level of p < 0.05. There is a 
statistical correlation between implementation of cognitive teaching strategies and 
teacher quality. Therefore, the hypothesis was rejected and there is a significant 
relationship between teacher quality and their implementation of these strategies within 
the classroom. The strength of the relationship is r2 = .21 indicates that teacher quality 
can explain 2 1 % of the variance of teachers' implementation of these strategies within 
the classroom (see Table 5). The more frequently teachers demonstrate teacher quality 
the more frequently teachers will use cognitive teaching strategies in their classroom 
instruction. 
Ho5: There is no statistical correlation between implementation of cognitive 
teaching strategies and the socioeconomic (SES) status of the school. 
The Pearson correlation was selected to test a relationship for this null hypothesis 
because the dependent and the independent variables were interval. The correlation 
analysis generated a correlation coefficient r = ,069, n = 96, p = .507, where the 
calculated probability is greater than the accepted significance level of p < 0.05. 
Therefore, the hypothesis was accepted and there is no statistical correlation between 
implementation of cognitive teaching strategies and the SES of the school (see Table 6). 
Table 6 
Pearson Correlation. SES Correlated with Implementing Cognitive Strategies 
Implementing Cognitive Teaching Strategies 
Socioeconomic Status N=95; p < 0.05 
(SES) of the school significance level 
Ho6: There is no statistical correlation between implementation of cognitive 
teaching strategies and teacher experience. 
The Spearman R correlation was selected to test a relationship for this null 
hypothesis because the dependent variable was interval and the independent variable was 
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ordinal. The correlation analysis generated a correlation coefficient r = .137. n = 95, p = 
.000, where the calculated probability is less than the accepted significance level of p < 
0.05. Therefore, the hypothesis was accepted and there is no statistical correlation 
between implementation of cognitive teaching strategies and teacher experience (see 
Table 7). 
Table 7 
Spearman Correlation. Teachers' Demographics Correlated with Implementing 
Cognitive Strategies 
Socioeconomic Status N=95; p < 0.05 
(SES) of the school significance level 
Teacher Experience N=95; p < 0.05 
significance level 
- -- -- 
Implementing Cognitive Teaching 
Strategies 
Ho7: There is no statistical correlation between school achievement and teacher 
quality. 
'The Pearson correlation was selected to test a relationship for this null hypothesis 
because the dependent and the independent variables were interval. The reading 
correlation analysis generated a correlation coefficient r = -.003, n - 95, p = ,981, where 
the calculated probability is greater than the accepted significance level of p < 0.05. The 
language arts correlation analysis generated a correlation coefficient r = -.022, n = 95, p = 
.83 1, where the calculated probability is greater than the accepted significance level of p 
< 0.05. The mathematics correlation analysis generated a correlation coefficient r = -070, 
n = 95, p = .503, where the calculated probability is greater than the accepted significance 
level of p < 0.05. Therefore, the hypothesis was accepted and there is no statistical 
correlation between school achievement and teacher quality (see Table 8). The 
independent variable, teacher quality had less variance than the dependent variable, 
school achievement which may explain no statistical correlation. 
Table 8 
Pearson Correlation: Teachers' Practices Correlated with Student Achievement 
Reading Percent Language Arts Mathematics 
Passing Percent Passing Percent Passing 
Teacher Quality N=95; p < 0.05 
-.003 -.022 -.070 
significance level 
Gardner's N=95; p < 0.05 
Multiple significance level .004 .064 .O 1 1 
Intelligences 
Brain-based N=95; p < 0.05 
-.023 .044 .050 
Instruction significance level 
Ho8: There is no statistical correlation between school achievement and 
Gardner's Multiple Intelligences. 
The Pearson correlation was selected to test a relationship for this null hypothesis 
because the dependent and the independent variables were interval. The reading 
correlation analysis generated a correlation coefficient r = .004, n = 95, p = .971, where 
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the calculated probability is greater than the accepted significance level of p < 0.05. The 
language arts correlation analysis generated a correlation coefficient r = .064, n = 95, p = 
.538, where the calculated probability is greater than the accepted significance level of p 
< 0.05. 'The mathematics correlation analysis generated a correlation coefficient r = .011, 
n = 95, p - .914. where the calculated probability is greater than the accepted significance 
level of p < 0.05. Therefore, the hypothesis was accepted and there is no statistical 
correlation between school achievement and Gardner7s Multiple Intelligences (see Table 
8). 
Ho9: There is no statistical correlation between school achievement and brain- 
based instructional activities. 
The Pearson correiation was selected to test a relationship for this null hypothesis 
because the dependent and the independent variables were interval. Thc reading 
correlation analysis generated a correlation coefficient r = -.023, n = 95, p = 328, where 
the calculated probability is greater than the accepted significance level of p < 0.05. The 
language arts correlation analysis generated a correlation coefficient r = .044, n = 95, p = 
.669, where the calculated probability is greater than the accepted significance level of p 
< 0.05. The mathematics correlation analysis generated a correlation coefficient r = .0507 
n = 95, p = .63 1, where the calculated probability is greater than the accepted significance 
level of p < 0.05. Therefore, the hypothesis was accepted and there is no statistical 
correlation between school achievement and brain-based instructional activities (see 
Table 8). 
HolO: There is no statistical correlation between school achievement and the 
ethnicity of a teacher. 
The Chi square test of independence was selected to test this null hypothesis 
because the dependent variable is interval and the independent variable is nominal. The 
Chi square test of independence was used to test this null hypothesis because the 
dependent variable is ordinal and the independent variable is nominal. The reading Chi 
square test result is x2 (N = 94, df = 1) = 0.1 14, p = 0.736, where the calculated 
probability is greater than the accepted significance level of p > 0.05. The language arts 
Chi square test result is x2 (N = 94, df = 1) = 0.009, p = 0.923, where the calculated 
probability is greater than the accepted significance level of p > 0.05. The mathematics 
Chi square test result is x2 (N = 94, df = 1) = 0.030, p = 0.863. where the calculated 
probability is greater than the accepted significance level of p > 0.05. Therefore, the 
hypothesis is accepted and there is no significant relationship between school 
achievement and teacher race (see Table 9). 
Hol 1 : There is no statistical correlation between school achievement and the 
level of a teacher's educational level. 
The Chi square test of independence was selected to test this null hypothesis 
because the dependent variable is interval and the independent variable is nominal. The 
Chi square test of independence was used to test this null hypothesis because the 
dependent variable is ordinal and the independent variable is nominal. The reading Chi 
square test result is x2 (N = 94, df = 1) = 4.48, p = 0 .106, where the calculated 
probability is greater than the accepted significance level of p > 0.05. The language arts 
Table 9 
Pearson Chi-Square Teachers' Demographics Correlated with Student Achievement 
Reading Percent Language Arts Mathematics 
Passing Percent Passing Percent Passing 
Teachers' Race N=94; p > 0.05 
0.1 14 0.009 0..03 
significance level 
Teachers' N=94; * p < 0.05 
4.48 8.40" 3 .OO 
Education significance level 
Teachers' N=94; p > 0.05 
2.00 0.83 0.072 
Gender significance level 
Chi square test result is x2 (N = 94. df = 1) = 8.40, p = 0.015, where the calculated 
probability is greater than the accepted significance level of p > 0.05. The mathematics 
Chi square test result is x2 (N = 94, df = 1) = 3.004, p = 0.223, where the calculated 
probability is greater than the accepted significance level of p > 0.05. Therefore, the 
hypothesis is accepted and there is no significant relationship between school 
achievement and teacher education's level (see Table 9). 
Ho12: There is no statistical correlation between school achievement and 
teacher gender. 
The Chi square test of independence was selected to test this null hypothesis 
because the dependent variable is not interval and the independent variable is nominal. 
The Chi square test of independence was used to test this null hypothesis because the 
dependent variable is ordinal and the independent variable is nominal. The reading Chi 
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square test result is x2 (N = 94, df = 1) = 2.00, p = 0 .157, where the calculated 
probability is greater than the accepted significance level of p > 0.05. The language arts 
Chi square test result is x2 (N = 94, df = 1) = 0.83 1, p = 0.362, where the calculated 
probability is greater than the accepted significance level of p > 0.05. The mathematics 
Chi square test result is x2 (N = 94, df = I) = 0.072, p = 0.788, where the calculated 
probability is greater than the accepted significance level of p > 0.05. Therefore, the 
hypothesis is accepted and there is no significant relationship between school 
achievement and teacher gender (see Table 9). 
CHAPTER VI 
FINDINGS, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 
Summary of Findings 
The outcomes of the analysis are as follows: 
1. There is a statistical correlation between a teacher knowing about cognitive 
teaching strategies and their implementation of these strategies within the 
classroom. The stronger a teachers' knowledge is in terms of cognitive 
teaching strategies the more frequent their use of cognitive teaching strategies 
in the classroom. 
2. There is a significant relationship between implementation of cognitive 
teaching strategies in the classroom and the knowledge of Gardner's Eight 
Intelligences Theory. The more knowledge that teachers have in regards to 
Gardner's Eight Intelligences Theory the more frequently teachers will use 
cognitive teaching strategies in their classroom instruction. 
3. There is a significant relationship between implementation of cognitive 
teaching and learning strategies and brain-based instructional activities for 
urban middle school students. The more frequently teachers utilize brain- 
based instructional activities the more frequently teachers will use cognitive 
teaching strategies in their classroom instruction. 
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4. There is a statistical correlation between implementation of cognitive teaching 
strategies and teacher quality. The more frequently teachers demonstrate 
teacher quality the more frequently teachers will use cognitive teaching 
strategies in their classroom instruction. 
5. There is no statistical correlation between impiementation of cognitive 
teaching strategies and the SES of the school. 
6. There is no statistical correlation between implementation of cognitive 
teaching strategies and teacher experience. 
7. There is no statistical correlation between school achievement and teacher 
quality. Teacher responses were inconsistent. Teacher quality had fewer 
responses and had less variance than school achievement. Teachers 
responded that they hardly read articles about brain-based instruction. They 
also assess their students only a few times a month. The explanations above 
may give details as to the reasons that no statistical correlation exists. 
8. There is no statistical correlation between school achievement and Gardner's 
Multiple Intelligences. 
9. There is no statistical correlation between school achievement and brain-based 
instructional activities. 
10. There is no statistical correlation between school achievement and the 
ethnicity of a teacher. 
1 1. There is no statistical correlatio~i between school achievement and the level of 
a teacher's educational level, 
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12. There is no statistical correlation between school achievement and the gender 
of a teacher. 
Conclusions 
This dissertation has undertaken an investigation into cognitive teaching strategies 
and school achievement. The responses from the Middle School Survey were from 
teachers who have a minimum of one year teaching experience. The purpose of this 
study was to investigate the knowledge and use of cognitive teaching strategies and how 
the knowledge and implementation thereof affect school achievement. 
After reviewing relevant theory and survey responses in the related fields of 
teaching pedagogy and school achievement, the study has presented a statistical 
correlation and relationship between cognitive apprenticeships for greater learning 
outcomes of African-American students. The study has aimed to synthesize cognitive 
teaching pedagogy and school achievement by bridging the gap between processes and 
learning outcomes. 
Some of the findings had a statistical correlation and relationship between a 
teacher knowing about cognitive teaching strategies and their implementation of these 
strategies which exist in a classroom. The specific findings were that the stronger a 
teacher's knowledge of cognitive teaching strategies the more frequent their use of these 
cognitive strategies in the classroom. Consequently, when teachers implement the 
cognitive strategies or apprenticeship in their classrooms, the teachers should also know 
about Gardner's Intelligences Theory. Gardner's Theory explains human cognition and 
human nature as clarified in Chapter Three of this dissertation. As of a result of this 
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study, the responses from teachers on the Middle School Survey indicate that there is a 
significant relationship between implementation of cognitive teaching strategies in the 
classroom and the knowledge of Gardner's Intelligences Theory. In essence, the more 
knowledge that teachers have in regards to Gardner's Theory, the more frequently 
teachers will use cognitive teaching strategies in their classroom instruction. Thus, the 
learning outcomes of the urban African-American student have reached higher 
expectations. 
Another finding was that the implementations of cognitive teaching and learning 
strategies and brain-based instructional activities for urban middle school students have a 
significant correlation. The relationship between the two is that the more frequently 
teachers use cognitive teaching strategies in their classroom instruction the greater the 
learning outcomes for the urban middle school student. 
A statistical correlation and relationship between implementations of cognitive 
teaching strategies and teacher quality exist. Again, the more frequently teachers 
demonstrate teacher quality, the more frequently teachers will use cognitive teaching 
strategies in their classroom instruction. Teacher quality is an independent variable 
within this dissertation. It is defined as an educated professional who has matriculated 
through a university or college and knows how to map lessons where a student needs to 
develop his or her learning skills. 
The responses of the Middle School Survey suggest that there is no statistical 
correlation between the implementations of cognitive teaching strategies and teacher 
experience. Teacher experience in this dissertation is defined as the years that a teacher 
has been fully certified with the profession of education. In addition, there is no 
statistical correlation between school achievement and teacher quality. The reasons for 
this finding may be explained through the responses of the survey in which the urban 
middle school teachers indicate that they very seldom administer a needs assessment to 
determine where their students' skills are. Teachers' responses also specify that they 
hardly ever read articles about brain-based instructional strategies. In addition. teachers 
indicate that they very seldom discuss their lessons with other teachers who are not on the 
grade level. Moreover, there is no statistical correlation between school achievement and 
Gardner's Multiple Intelligences Theory, brain-based instructional activities, ethnicity of 
a teacher, a teacher's educational level, and a teacher's gender. 
Lastly, the responses to the Middle School Survey indicate that the knowledge of 
cognitive teaching pedagogy and its implementation thereof along with the knowledge of 
Gardner's Multiple Intelligences and the implementation of brain-based instructional 
activities with teacher quality significantly affect the learning outcomes of the African- 
American student. 
Implications 
The findings infer that all teachers who teach urban middle school children should 
know about cognitive teaching strategies and how to implement these strategies in the 
classroom. Meanwhile, the teacher should have the knowledge of Gardner's Multiple 
Intelligences and brain-based instruction. The findings within this study indicate that a 
teacher does not have to be of teacher quality as defined within this study to be an 
effective teacher. However. in order to obtain successful school achievement-AYP- 
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the findings suggest that a teacher must implement cognitive apprenticeship within the 
classroom coupled with knowing about cognitive strategies, Gardner's Multiple 
Intelligences and brain-based instruction. 
Moreover, educational leaders such as administrators need to be informed or even 
take courses about cognitive teaching strategies and its practices. This implies that the 
educational administrative community will oversee and provide materials and resources 
for such a non-traditional approach to teaching. Thus, learning will be supported by the 
administrative community. Educational leaders will then be able to observe and have an 
external view of cognitive instruction. 
Recommendations 
The general recommendation as a result of the above statement is that all certified 
teachers or those seeking certification in education should know cognitive teaching 
strategies and implement these strategies utilizing the knowledge of brain-based 
instructional strategies, and Gardner's Intelligences Theory. In addition, the moderating 
variables such as the socioeconomic status of the school and community, teacher 
experience, teacher gender, teacher educational level, and teacher ethnicity have no 
statistical correlation to the dependent variables as of a result of the responses from the 
Middle School Survey which was proven to be reliable by SPSS. 
Yet, all the moderating variables have been taught in some educational 
departments across the country. For example, most education professors across the 
nation have said that all children can learn regardless of race, and social economics. 
However, the dependent variables of this dissertation have not, in most cases, been 
correlated to the moderating variables of this dissertation. 
According to the Middle School Survey, the dependent variables and moderating 
variables do not have a statistical correlation to any type of school achievement. It 
appears to be the same that all students can learn regardless of race and social economics 
of the student and community. Therefore, the notion that all students can learn should 
still be rhetoric that resonates throughout the educational global community. 
Programmatic Spectfic Recommendations. 
Future teachers of education departments throughout America's universities 
should learn about the process of cognitive teaching strategies. 
Educational leaders should know about cognitive teaching strategies in an 
effort to observe and offer feedback about instructional best practices. 
Therefore, future educational leaders should learn about cognitive 
apprenticeship in their coursework. 
Policymakers should make decisions that involve educational leaders at the 
building level to increase their knowledge about cognitive apprenticeship. 
Teachers and administrators should be offered professional development 
courses in brain-based instructional strategies which would enhance some 
components within instructional delivery methods. 
Teachers and administrators should have knowledge of Gardner's 
Intelligences Theory according to the Middle School Survey in order to teach 
in the way that the student learns. 
When a person chooses to become a teacher and takes an alternate route to 
earn certification, the person should take cognitive courses within these 
alternate classes. 
Teachers should know the following: Engage students utilizing visual, 
auditory, and tactile instructional methods in individual and cooperative 
learning settings. 
Teachers should also perform the following: Assess students to determine the 
intelligences specific to each student. Read research-based articles about 
brain-based instruction. 
Summary 
In this case, the dissertation has investigated the outcomes of the two dependent 
variables. They are cognitive teaching strategies and school achievement. The 
independent variables are as follows: Teacher Quality, Gardner's Multiple Intelligences, 
and brain-based instructional activities. The hypothesis when utilizing statistical 
correlation proves correct with all independent variables as it relates to one of the 
dependent variables, cognitive teaching strategies. When teachers know about Gardner's 
Multiple Intelligences and brain-based Instruction and possess teacher quality, herein the 
question is posed: How do urban middle school teachers perceive and use cognitive 
teaching strategies to teach urban middle school students? The findings suggest that in 
order for teachers to implement cognitive teaching strategies, they must know and 
possess the independent variables of this study. 
On the other hand, the other dependent variable, school achievement when 
statistically correlated to the independent variables and moderating variables, the 
hypothesis does not prove correct. Teachers do not have to possess experience in order to 
achieve successful adequately yearly progress. Also. successful school achievement is 
not based upon the teacher's gender, a school's socioeconomic status, a teacher's 
educational level, teacher quality, and race. According to the findings, adequately yearly 
progress or successful school achievement may or may not be determined by successful 
cognitive teaching strategies coupled with the knowledge of Gardner's Multiple 
Intelligences and brain-based instruction. It is based upon successful learning outcomes 
within the classroom with the proper implementation of cognitive teaching strategies. 
Lastly, the traditional approach to teaching may not work in most cases. The 
traditional approach to teaching is called mimetic. Again, African-American students, 
according to Gebreyesus (1992), do not acquire, reason, and retain information using this 
type of teaching strategy. African-American students acquire, reason, and retain learned 
information for execution by incorporating the cognitive teaching and learning strategies 
which is involving a student in the everyday life experiences. It is utilizing the cognitive 
apprenticeship of teaching methodologies such as cooperative learning and hands-on 
experience or activities. 
APPENDIX A 
Cronbach Alpha Survey Responses 
QUESTION 1 
Cumulative 
Frequency Percent Valid Percent Percent 
Valid Never 6 6 2 6 2 6.2 
1-2 Times A Month 25 26 0 26.0 32 3 
Once A Week 16 16 7 16 7 49 0 
Twice A Week 12 12 5 12 5 61 5 
3-4 Times A Week 14 14 6 14 6 76 0 
Every School Day 23 24.0 24.0 100.0 
Total 96 100.0 100 0 
QUESTION 2 
Cumulative 
Frequency Percent Valid Percent Percent 
Valid Never 
Once A Week 5 5 2 5 2 6 2 
Twice A Week 4 4 2 4 2 10 4 
3-4 Times A Week 22 22 9 22 9 33 3 
Every School Day 64 66 7 66 7 100 0 
Total 96 100 0 100 0 




Frequency Percent Valid Percent Percent 
4 4.2 4 2 4.2 
1-2 Times A Month 11 11 5 11 6 15 8 
Once A Week 9 9 4  9 5 25 3 
Twice A Week 10 10 4 10 5 35 8 
3-4 Times A Week 26 27 1 27 4 63 2 
Every School Day 3 5 36 5 36 8 100 0 
Total 95 99 0 100 0 
Missing 1 1 0  
Total 96 100 0 
QUESTION 4 
Frequency Percent Valid Percent Cumulative Percent 
Valid Never 1 1 0  1 0  1 0  
1-2 Times A Month 5 5 2 5 2 6 2 
Once A Week 3 3 1 3 1 9 4 
Twice A Week 12 12.5 12 5 21.9 
3-4 Times A Week 34 35 4 35 4 57 3 
Every School Day 41 42 7 42 7 100 0 
Total 96 100 0 100 0 
QUESTION 5 
-- 
Frequency Percent Valid Percent Cumulative Percent 
Valid Once A Week 5 5 2 5 2 5 2 
Twice A Week 4 4 2 4.2 9.4 
3-4 Times A Week 21 21 9 21 9 31 2 
Every School Day 66 68 8 68 8 100 0 
Total 96 I00 0 100.0 
Appendix A (continued) 
QUESTION 6 
Cumulative 
Frequency Percent Valid Percent Percent 
Valid 1-2 Times A Month 9 9 4  9 5 9 5 
Once A Week 19 19 8 20 0 29 5 
Twice A Week 20 20.8 21 1 50 5 
3-4 Times A Week 34 35 4 35 8 8b 3 
Every School Day 13 13 5 13 7 I00 0 
Total 95 99 0 I00 0 
Total 96 100 0 
QUESTION 7 
Cumulative 
Frequency Percent Valid Percent Percent 
Valid 1-2 Times A Month 6 6 2 6 3 6 3 
Once A Week d 4 5 2 5 3 11 6 
Twice A Week 
3-4 Timer A Week 
Every School Day 
Total 95 99.0 100 0 
Missing 1 1 .0 
Total 96 100 0 
Appendix A (continued) 
QUESTION 8 
Cumulative 
Frequency Percent Valid Percent Percent 
Valid Never 2 2 1 2 1 2 1 
1-2 Times A Month 3 3 1 3 2 5 3 
Once A Week 24 25 0 25 3 30 5 
rwice A Week 4 4 2 4 2 34 7 
3-4 Times A Week 14 14 6 14 7 49 5 
Every School Day 47 49 0 49 5 98 9 
8 1 1 0  1 1  100 0 
Total 95 99 0 100 0 
Missing 1 1 0  
Total 96 I00 0 
QUESTION 9 
Cumulative 
Frequency Pet cent Valid Percent Percent 
Valid Never 15 15 6 16 0 16 0 
1-2 Times A Month 7 7 3 7.4 23 4 
Once A Week 14 14 6 14 9 38 3 
Twice A Week 17 17 7 18.1 56 4 
3-4 Times A Week 28 29 2 29 8 86 2 
Every School Day 13 13 5 13 8 100 0 
Total 94 97 9 100 0 
Missing 2 2 1 
Total 96 100 0 
Appendix A (continued) 
QUESTION 10 
Cumulative 
Frequency Percent Validpercent Percent 
Valid Never 3 3 1 3 2 3 2 
1-2 Times A Month 5 5 2 5 4 8 6 
Once A Week 4 4 2 4 3 12 9 
Twice A Week 13 13 5 14 0 26 9 
3-4 Times A Week 3 0 31 2 32 3 59 1 
Every School Day 3 8 39 6 40 9 100 0 
Total 93 96 9 100 0 
Missing 3 3.1 
Total 96 100 0 
QUESTION 11 
Cumulative 
Frequency Percent Valid Percent Percent 
Valid Never 1 1 .O 1.1 1.1 
1-2 Times A Month 12 12.5 12 8 13 8 
Once A Week 16 16 7 17.0 30.9 
Twice A Week 13 13 5 13 8 44 7 
3-4 Times A Week 20 20 8 21 3 66 0 
Every School Day 32 33 3 34.0 100.0 
Total 94 97 9 100.0 
Missing 2 2 1 
Total 96 100 0 
Appendix A (continued) 
QUESTION 12 
Cumulative 
Frequency Percent Valid Percent Percent 
Valid Never 1 1 0  1 1  1 1  
1-2 Times A Month 45 46 9 47 9 48 9 
Once A Week 22 22 9 23 4 72 3 
Twice A Week 9 9 4 9 6 81 9 
3-4 Times A Week 9 9 4 9 6 91 5 
Every School Day 8 8 3 8 5 100 0 
Total 94 97 9 100.0 
Missing 2 2 1 
Total 96 100 0 
QUESTION 13 
Cumulative 
Frequency Percent Valid Percent Percent 
Valid Never 2 2 1 2 1 2 1 
1-2 Times A Month 6 6 2 6 4 8 5 
Once A Week 15 15 6 16 0 24 5 
Twice A Week 18 18 8 19 1 43 6 
3-4 Times A Week 26 27 1 27 7 71 3 
Every School Day 27 28 1 28 7 100 0 
Total 94 97 9 100 0 
Missing 2 2 1 
Total 96 100 0 
Appendix A (continued) 
QUESTION 14 
Valid 1-2 Times A Month 
Once A Week 
Twice A Week 
3-4 Times A Week 





Frequency Percent Valid Percent Per cent 
QUESTION 15 
Valid Never 
1-2 Times A Month 
Once A Week 
Twice A Week 
3-4 Times A Week 





Frequency Percent Valid Per cent Percent 
7 7 3 7 5 7 5 
15 15 6 16 1 23 7 
2 1 21.9 22 6 46 2 
12 12 5 12 9 59 1 
12 12.5 12 9 72 0 
26 27 1 28 0 100 0 
93 96.9 100.0 
3 3 1 
96 100 0 
Appendix A (continued) 
QUESTION 16 
Cumulative 
Frequency Percent Validpercent Percent 
Valid Nevex 4 4 2 4 3 4 3 
1-2 Times A Month 19 19 8 20 2 24 5 
Once A Week 9 9 4  9 6 34 G 
Twice A Week 15 15 6 16 0 50 0 
3-4 Times k Week 20 20 8 21 3 71 3 
Every School Day 27 28 1 28 7 100 0 
Total 94 97 9 100 0 
Missing 2 2 1 
Total 96 100.0 
QUESTION 17 
Cumulative 
Frequency Percent Validpercent Percent 
Valid Never 
1-2 Times A Month 3 3.1 3 3 6 5 
Once A Week 1 I 11 5 12 0 18.5 
Twce  A Week 14 14.6 15 2 33.7 
3-4 Times A Week 32 33 3 34 8 68 5 
Every School Day 29 30 2 31 5 100 0 
Total 92 95 8 I00 0 
Missing 4 4 2 
Total 96 I00 0 
Appendix A (continued) 
QUESTION 18 
Cumulative 
Frequency Percent Valid Percent Percent 
Valid Never 9 9 4 9.5 9 5 
1-2 Times A Month 3 7 38 5 38 9 48 4 
Once A Week 22 22 9 23 2 71 6 
Twice A Week 12 12 5 12 6 84 2 
3-4 Times A Week 3 3 1 3 2 87 4 
Every School Day 12 12 5 12 6 100 0 
Total 95 99 0 I00 0 
Missing 1 1 0  
Total 96 I00 0 
QUESTION 19 
Valid Never 
1-2 Times A Month 
Once A Week 
Twice A Week 
3-4 Times A Week 





-- Frequency Percent Valid Percent -- Percent - 
1 1 0  1 1  1 1  
1 1 0  1 I 2 1 
4 4 2 4 3 6 4 
8 8 3 8 5 14 9 
17 17 7 18 1 33 0 
63 65 6 67 0 100 0 
94 97 9 100 0 
2 2 1 
96 100 0 
Appendix A (continued) 
QUESTION 20 
Valid Never 
1-2 Times A Month 
Once A Week 
Twice A Week 
3-4 Times A Week 





Frequency Percent Validpercent Per cent 
3 3 1 3 2 3 2 
5 1 53 1 53 7 56 8 
27 28 1 28 4 85 3 
5 5 2 5 3 90 5 
2 2 1 2 1 92 6 
7 7 3 7 4 100 0 
95 99 0 100.0 
1 1 0  
96 100 0 
QUESTION 2 1 
Cumulative 
Frequency Percent Validpercent Per cent 
Valid Never 2 2 1 2 1 2 1 
1-2 Times A Month 23 24 0 24 2 26 3 
Once A Week 50 52 1 52 6 78 9 
Twice A Week 8 8.3 8 4 87 4 
3-4 Times A Week 3 3.1 3 2 90 5 
Every School Day 9 9 4 9 5 I00 0 
Total 95 99 0 I00 0 
Missing 1 1 0  
Total 96 100 0 
Appendix A (continued) 
QUESTION 22 
Valid Never 
1-2 Times A Month 
Once A Week 
Twice A Week 
3-4 Times A Week 





Frequency Percent Validpercent Per cent 
2 2 1 2 1 2 1 
QIJESTION 23 
Cumulative 
Frequency Percent Valid Percent Percent 
Valid Never 
1-2 Times A Month 6 6 2 6 5 16.3 
Once A Week 11 11 5 12 0 28.3 
Twice A Week 13 13.5 14 1 42 4 
3-4 Times A Week 22 22 9 23 9 66.3 
Every School Day 3 1 32 3 33 7 I00 0 
Total 92 95 8 100 0 
Missing 4 4 2 
Total 96 I00 0 
Appendix A (continued) 
QUESTION 24 
Cumulative 
Frequency Percent Valid Percent Percent 
Valid Never 7 7 3 7 5 7 5 
1-2 Times A Month 21 21 9 22 6 30 1 
Once A Week 3 0 31 2 32 3 62 4 
Twice A Week 8 8 3  8 6 71 0 
3-4 Times A Week 12 12 5 12 9 83 9 
Every School Day 15 15 6 16 1 100 0 
Total 93 96 9 100 0 
Missing 3 3 1 
Total 96 100 0 
QUESTION 25 
Valid Never 
1-2 Times A Month 
Once A Week 
Twice A Week 
3-4 Times A Week 





Frequency Percent Validpercent Percent 
2 2 1 2 2 2 2 
12 12 5 12 9 15 1 
Appendix A (continued) 
QUESTION 26 
Valid Never 
1-2 Times A Month 
Once A Week 
Twice A Week 
3-4 Times A Week 





Frequency Percent Validpercent Percent 
QUESTION 27 
Cumulative 
Frequency Percent Valid Percent Percent 
Valid Never 15 15 6 16 0 16 0 
1-2 Times A Month 54 56 2 57.4 73 4 
Once A Week 13 13.5 13.8 87 2 
Twice A Week 5 5 2 5 3 92 6 
3-4 Times A Week 4 4 2 4 3 96 8 
Every School Day 3 3.1 3 2 I00 0 
Totai 94 97 9 100 0 
Missing 2 2 1 
Total 96 100 0 
Appendix A (continued) 
QUESTION 28 
Cumulative 
Frequency Percent Valid Percent Percent 
Valid Never 7 7 3 7 5 7 5 
1-2 Times A Month 72 75 0 77 4 84.9 
Once A Week 9 9 4 9 7 94 6 
3-4 Times A Week 1 1 0  1 1  95 7 
Every School Day 3 3 1 3 2 98 9 
23 1 1 0  1 1  100 0 
Total 93 96 9 100 0 
Missing 3 3 1 
Total 96 100 0 
QUESTION 29 
Cumulative 
Frequency Percent Valid Percent Percent 
Valid Never 
1-2 Times A Month 28 29 2 30 1 48 4 
Once A Week 10 10 4 10.8 59.1 
Twice A Week 4 4.2 4.3 63.4 
3-4 Times A Week 10 10 4 10 8 74 2 
Evety School Day 24 25 0 25 8 100 0 
Total 93 96 9 100.0 
Missing 3 3 1 
Total 96 100 0 
Appendix A (continued) 
QUESTION 30 
Cumulative 
Frequency Percent Valid Percent Per cent 
Valid Not at All 4 4 2 4 2 4 2 
Slightly 5 5 2 5 3 9 5 
More than Slightly 9 9 4  9 5 18 9 
Somewhat Yes 10 10 4 10 5 29 5 
Yes I Do 67 69 8 70 5 100 0 
Total 95 99 0 100 0 
Missing 1 1 0  
Total 96 100 0 
OUESTION 3 1 
Cumulative 
Frequency Percent Valid Percent Percent 
Valid Not at All 2 2.1 2.1 2.1 
Slightly 7 7 3 7 4  9 6 
More than Slightly 5 5 2 5 3 14 9 
Somewhat Yes 11 11.5 11 7 26 6 
Yes I Do 69 71 9 73.4 I00 0 
Total 94 97 9 100 0 
Missing 2 2 1 
Total 96 100.0 
Appendix A (continued) 
QUESTION 32 
Cumulative 
Frequency Percent Valid Percent Percent 
Valid Slightly 4 4 2 4 3 4 3 
More than Slightly 12 12 5 12 8 17 0 
Somewhat Yes 18 18 8 19 1 36 2 
Yes I Do 60 62 5 63 8 I00 0 
Total 94 97 9 I00 0 
Missing 2 2 1 
Total 96 I00 0 
QUESTION 33 
Cumulative 
Frequency Percent Valid Percent Percent 
Valid Slightly 1 1 0  1 1  1 1  
More than Slightly 3 3 1 3 2 4 2 
Somewhat Yes 7 7 3 7 4 11 6 
Yes I Do 84 87 5 88.4 100 0 
Total 95 99 0 100 0 
Missing 1 1 .O 
Total 96 100 0 
Appendix A (continued) 
QUESTION 34 
Valid Not at All 
Slightly 
More than Slightly 
Somewhat Yes 






Frequency Percent Validpercent Per cent 
1 1 0  1 1  1 1  
5 5 2 5 3 6 3 
7 7 3 7 4 13 7 
11 11 5 11.6 25.3 
7 1 74 0 74 7 100 0 
95 99 0 100 0 




Frequency Percent Valid Percent Per cent 
Valid Not at All 19 19 8 20.4 20 4 
Slightly 6 6 2 6 5 26 9 
More than Slightly 4 4 2 4 3 31 2 
Somewhat Yes 19 19 8 20 4 51.6 
Yes I Do 45 46 9 48 4 100 0 
Total 93 96 9 I00 0 
Missing 3 3 1 
Appendix A (continued) 
QUESTION 36 
Valid Not at All 
Slightly 
More than Slightly 
Somewhat Yes 





Frequency Percent Valid Percent Percent 
19 19 8 20 7 20 7 
7 7 ;  7 6 28 3 
8 8 3 8 7 37 0 
13 13 5 14 1 51 1 
45 46 9 48 9 130 0 
92 95 8 I00 0 
4 4.2 
96 100 0 
QUESTION 37 
Cumulative 
Fre~uency Percent Valid Percent Percent 
Valid Not at All 4 4 2 4 3 4 3 
Slightly 5 5 2 5 3 9 6 
More than Slightly 12 12 5 12 8 22 3 
Somewhat Yes 18 18 8 19 1 41 5 
Yes I Do 54 56 2 57 4 98 9 
Total 94 97 9 100 0 
Missing 2 2.1 
Total 96 100.0 
Appendix A (continued) 
QUESTION 38 
Cumulative 
Frequency Percent Valid Percent Per cent 
Valid More than Slightly 8 8 3 8 4 8 4 
Somewhat Yes 8 8 3 8 4 16 8 
Yes I Do 78 81 2 82 1 98 9 
6 1 1 0  1 1  100 0 
Total 95 99 0 100.0 
Missing 1 1 0  
Total 96 100 0 
QUESTION 39 
Cumulative 
Frequency Percent Valid Percent Per cent 
Valid Not at All 2 2 1 2 1 2 1 
Slightly 2 2 1 2 1 4 3 
More than Slightly 2 2.1 2 1 6 4 
Somewhat Yes 
Yes I Do 
6 
Total 94 97 9 100 0 
Missing 2 2 1 
Total 96 100 0 
Appendix A (continued) 
QUESTION 40 
Cumulative 
Frequency Percent Valid Percent Percent 
Valid Not at All 2 2 1 2 2 2 2 
Slightly 2 2 1 2 2 4 3 
More than Slightly 3 3 1 3 2 7 5 
Somewhat Yes 22 22 9 23 7 31 2 
Yes I Do 63 65 6 67 7 98 9 
6 1 1 0  1 1  100 0 
Total 93 96 9 100 0 
Missing 3 3 1 
Total 96 100 0 
QUESTION 4 1 
Cumulative 
Frequency Percent Valid Percent Percent 
Valid Not at All 8 8 3 8 6 8 6 
Slightly 3 3 1 3 2 11 8 
More than Slightly 10 10 4 10 8 22 6 
Somewhat Yes 29 30 2 31 2 53 8 
Yes I Do 43 44 8 46 2 100 0 
Total 93 96 9 100 0 
Missing 3 3 1 
Total 96 100 0 
Appendix A (continued) 
POSITION 
Frequency Percent Valid Percent Cumulative Percent 
Valid Teacher 91 94 8 96 8 96 8 
Other 3 3 1 3 2 100 0 
Total 94 97 9 100 0 
Missing 2 2 1 
Total 96 100 0 
GENDER 
Frequency Percent Valid Percent Cumulative Percent 
Valid Male 16 16.7 17 0 17 0 
Female 78 81 2 83 0 100 0 
Total 94 97 9 I00 0 
Missing 2 2 1 
Total 96 100.0 
EDUCATION 
Frequency Percent Valid Percent Cumulative Percent 
Valid BA without Certification 
BA with Certification 
MA without Certification 3 3 1 3 2 
MA with Certification 48 50 0 50 5 
Doctorate with Certification 3 3.1 3 2 
Total 95 99 0 100 0 
Missing 1 1 0  
Total 96 1000 
Appendix A (continued) 
YEARS AT CURRENT SCHOOL 









Frequency Percent Valid Percent Cumulative Percent 
19 19 8 20.2 20 2 
42 43 8 44 7 64 9 
23 24 0 24 5 89 4 
5 5 2 5 3 94 7 
2 2 1 2 1 96 8 
3 3 1 3 2 100 0 
94 97 9 100 0 
2 2 1 
96 100 0 
TEACHER YEARS FULLY CERTIFIED 
Frequency Percent Valid Percent Cumulative Percent 
Valid < 1 year 12 12 5 12 9 12 9 
1-3 years 18 18 8 19 4 32 3 
4-7 years 23 24 0 24 7 57 0 
8-11 years 16 16 7 17 2 74 2 
12-15 years 13 13 5 14 0 88 2 
16-19 years 11 11 5 11 8 100 0 
Total 93 96.9 I00 0 
Missing 3 3 1 
Total 96 I00 0 
Appendix A (continued) 
RACE 
Cumulative 
Frequency Percent Valid Percent Percent 
Valid African American 61 63 5 69 3 b9 3 
Black Noc-Hispanic 9 9 4 10 2 79 5 
Caucasian 5 5 2 5 7 85 2 
White Non-Hispanic 4 4 2 4 5 89 8 
Hispanic White 1 1 0  1 1  90 9 
Multi-r acial 3 3 1 3 4 34 3 
Other 5 5 2 5 7 I00 0 
Total 88 91 7 I00 0 
Missing 8 8.3 
Total 96 100.0 
APPENDIX B 
Middle School Teaching Survey 
1. Please complete this survey. 
2. There are no correct or incorrect answers. 
3. Your responses are in strict confidence. 
4. You will not be identified in any way. 
5. Your name will not be noted. 
(Section 1) Cognitive Teaching Strategies 
1-2 3-4 Every 
Times a Once a Twice a Times a School 
-- Question Never Month Week Week Week Day 
1. How often do you teach 
interdisciplinary units 
involving two or more 
content areas? 
2. How often do you teach 
everyday life situations 
within the classroom? 
3.  How many times do you 
teach the Georgia 
Performance Standards 
Frameworks with a 
relationship to current 
events? 
4. How often do you participate 
with your class in teacher led 
discussions? 
5. How often do you ask 
analytical questions to your 
students? 
6. How often do you facilitate a 
hands-on activity? 
7. How often do your plan 
activities which involve 
three or more students 
working in a cooperative 
group setting? -- 
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1-2 3-4 Every 
Times a Once a Twice a Times a School 
Question Never Month Week Week Week Day 
8. How often do you write 
lesson plans that involve 
using behavioral verbs of 
Bloom's Taxonomy Levels 
in your objective? 
9. How many times do you 
lecture? 
10. How often do you present 
real world problem 
solving? 
(Section I4 Brain-based Instruction 
1 1. How often do you allow 
student-led discussion? 
12. How often are student 
presentations performed in 
your classroom? 




14. How often does the class 
participate in whole class 
discussion? 
15. How often do students write 
in their journals in your 
classroom as an 
instructional activity? 
16. How often do you utilize 
instructional technology 
with your students? 
(Section III) Teacher Quality 
17. How often do you perform a 
homework review? 
18. How often do you map 
exactly where a student 
needs to grow, individually 
within a math or language 
arts concept? 
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1-2 3-4 Every 
Times a Once a Twice a Times a School 
Question Never Month Week Week Week Day 
19 How often do your students 
reflect upon the lesson 
learned before leaving the 
classroom? 
20. How often do you give a 
Needs Assessment or pre- 
test to determine where the 
students' skills are? 
2 1. How many times do you 
give multiple choice test 
questions? 
22. How often do you analyze 
data of each student taught3 
23. How often do you utilize 
peer teaching/coaching? 
24. How often do you assess 
which students need more 
assistance in test-taking 
skills? 
25. How often do you 
collaborate about 
instruction with teachers 
who teach on your grade 
level? 
26. How often do you 
collaboration about 
instruction with other 
teachers who do not teach 
on your grade level, 
(Vertical Teaming)? 
27. How many times do you 
read research based articles 
about brain-based 
instructional strategies? 
28. How often do you give 
benchmark assessments? 
29. How many times do you 
require student portfolios? 
Appendix B (continued) 
Section IV Gardner 's Multiple Intelligences 
Not At More than Somewhat Yes 
Question All Slightly slightly Yes I do 
30. Do you know to use 
behavioral verbs in your 
lesson objective(s)? 
3 1. Do you know how to write 
measurable objectives in 
behavioral terms? 
32. Do you know how to teach 
your students to reason 
deductively? 
* 3 3. Do you know how to engage 
students in instructional 
activities using visual aids? 
*34. Do you know how to engage 
students in instructional 
activities using auditory aids? 
"35. Do you know how to engage 
students in instructional 
activities using the sense of 
smell? 
*36. Do you know how to engage 
students in instructional 
activities using the sense of 
taste? 
37. Do you know how to 
facilitate the syntax of 
language within your content 
to students? 
"38. Do you know how to actively 
assist students in the learning 
process? 
39. Do you know that you can 
play music in the classroom 
while students engage in 
instructional activities? 
40. Do you how to map a lesson 
toward the students' culture 
and environment? 
*41. Do you know how to teach 
cognitive mapping to your 
students within ydur content? 
"The survey questions address the knowledge of cognitive teaching strategies. 
Appendix B (continued) 
Teocher Demographics 
42. What is your position at your current school? 
Teacherother staff -. 
(Position) 
43. What is your Gender? 
Male 0 Female fl 
44. Which one below best describes your current situation? 
Bachelors without certification 0 
Bachelors with certification C3 
Masters without certification 0 
Masters with certification 0 
Education Specialist D 
Doctorate without certification 0 
Doctorate with certification 0 
Other (Please state) - -. . - .- - - - - 
45. How many years have you been at your current school? 
> 1 year 0 
1-3 years 0 
4-7 years 0 
8-1 1 years 0 
12-15 years 0 
164- years 0 
36. How many years have you been a fully certified teacher? 
> 1 year 0 
1-3 years 0 
4-7 years 0 
8-1 1 years 0 
12-15 years 
16-19 years 0 
20+ years 0 
47. Which of these below describes you? 
African-American 
Black Non-Hispanic 0 
Asian or Pacific Islander 0 
American Indian C1 
Alaskan 0 
Caucasian 0 
White Non-Hispanic 0 
Hispanic Black 0 





Knowing About Pearson Correlation 
Cognitive Sig (2-tailed) 
Teaching Strategies 
N 
Implementing Cognitive Pearson Correlation 
Teaching Strategies Sig @-tailed) 
N 
Brain-based Instr-uction Pearson Correlation 
Sig (2-tailed) 
N 
Teacher Quality Pearson Correlation 
Sig (2-tailed) 
N 
Gardner 's Multiple Pearson Correlation 
Intelligences Sig (2-tailed) 
N 
Percent of Student on Pearson Conelation 
Free& Reduced lunch sig (2-tailed) 
Position Pearson Correlation 
Sig (2-tailed) 
N 
Knowtng About Implementtng 
Cognlttve Cognttive Gardner ' s  
Teachtng Teachrng Braln-based Teacher Multtple 
Strategtes Str ategtes Instruct~on Qualtty Intelligences 
1 000 414 430 402 647 
000 000 000 000 000 
95 95 95 95 95 
414 1 000 459 589 28 7 
000 000 000 000 005 
95 96 95 95 95 
430 459 1 000 462 357 
000 000 000 000 000 
95 95 95 95 95 
402 589 462 1000 278 
000 000 000 000 006 
95 95 95 95 95 
647 28 7 35 7 278 1 000 
000 005 000 006 000 
95 95 95 95 95 
014 069 - 004 - 032 - 038 
892 507 969 758 713 
95 96 95 95 95 
- 006 003 059 - 009 - 039 
956 974 575 929 709 
94 94 94 94 94 
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Knowing About Implementing 
Cognitive Cognitive Gardner.'~ 
Teaching Teaching Brain-based Teacher Multiple 
Strateg~es Strateg~es Instruct~on Qual~ty Intelligences 
Gender Pearson Correlation 232 236 32 1 186 187 
Sig (2-tailed) 
N 
Education Pear son Correlation 
Sig (2-tailed) 
N 
Yeas  at Current Peason Correlation 
School Sig (2-tailed) 
N 
Teacher Yeas  Fully Pearson Correlation 
Certified Sig (2-tailed) 
N 
Race Pearson Correlation 004 - 034 - 111 - 036 - 095 
Sig (2-tailed) 970 752 3 02 738 380 
Position 
Gender 
CRCT CRCT Social 
CRCT Language CRCT Sclence Studies 
CRCT Reading Arts Percent Mathematics Percent Percent 
Percent Passing Pass~ng Percent Passing Passing Passing 
Peason Correlation - 091 - 145 - 166 - 077 - 136 
Sig (2-tailed) 386 162 110 462 191 
Pearson Correlation - 123 - 047 026 - 068 - 038 
Sig (2-tailed) 237 650 804 517 715 
Education Pearson Correlation - 126 - 127 - 090 - 206 - 161 
Sig (2-tailed) 222 22 1 387 045 120 
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Appendix C (continued) 
CRCT CRCT Social 
CRCT Language CRCT Science Studies 
CRCT Reading Arts Percent Mathematics Percent Percent 
Percent Passing Passing Percent Passing Passing Passing 
Years at Current Pearson Correlation - 090 - 093 - 148 - 054 - 078 
School Sig (2-tailed) 388 372 156 603 452 
Teacher Years Fully Pearson Correlation 
Certified Sig (2-tailed) 
N 
Race Pearson Correlat~on 
Sig (2-tailed) 
N 
Knowing About Pearson Corre!ation 
Cognitive Teaching sig (&tailed) 
Strategies N 
Implementing Pearson Cor~elation 
Cognitive Teaching sig (2-tailed) 
Strategies 
N 
Brain-based Pearson Correlation - 023 044 050 - 005 028 
Instruction Sig (2-tailed) 828 669 63 1 96 1 787 
N 95 95 95 95 95 
Teacher Quality Pearson Cor~elation - 003 -.022 - 070 082 .036 
Sig (2-tailed) 98 1 831 503 432 73 1 
N 95 45 95 95 95 
Gardner's Multiple Pear son Correlation 004 064 011 - 027 050 
Intelligences Sig (2-tailed) 971 538 914 795 ,628 
APPENDIX D 
Reliability Statistics 
Cognitive Teaching Strategies Implementation 
RELIABILITY STATISTICS 
Cronbach's Alpha Based 
Cronbach's Alpha on Standardized Items N of Items 
.668 .694 10 
ITEM STATISTICS 
Mean Std. Deviation N 
l l b  
Appendix D (continued) 
ITEM-TOTAL STATISTICS 
Cr onbach's 
Scale Mean if Item Scale Variance if Item Corrected Item- Squared Multiple Alpha if Item 
Deleted Deleted Total Correlation Correlation Deleted 
DTTER-ITEM CORRELATION MATRIX 
Appendix D (continued) 
ReIiability Statistics: Gardner 's Multiple Intelligence 
RELIABILITY STATISTICS 
Cronbach's Alpha Based on 
Cmnbach's Alpha Standardized Items N of Items 
.736 .721 6 
ITEM STATISTICS 
Mean Std Deviation N 
INTER-ITEM CORRELATION MATRIX 
Appendix D (continued) 
ITEM-TOTAL STATISTICS 
Scale Mean if'Item Scale Variance if' Corrected Item- Squared Multiple Cronbach's Alpha if 
Deleted Item Deleted Total Cor~elation Cor~elation Item Deleted 
Q30 22 48 9 668 581 75 1 664 
Brained-based Strategies Implementation 
RELIABILITY STATISTICS 
Cronbach's Alpha Based on 
Cronbach's Alpha Standardized Items N of Items 
.607 .608 6 
ITEM STATISTICS 
Mean Std. Deviation N 
Appendix D (continued) 
ITEM-TOTAL STATISTICS 
Scale Mean if'Item Scale Variance if Corrected Item- Squared Multiple Cronbach's Alpha if 
Deleted Item Deleted Total Cor~elation Cor~elation Item Deleted 
INTER-ITEM CORRELATION MATRIX 
Teacher Quality Reliability 
RELIABI1,ITY STATISTICS 
Cronbach's Alpha N of Items 
120 
Appendix D (continued) 
ITEM STATISTICS 
Mean Std. Deviation N 
Q17 4.67 1.335 83 
Q18 2.93 ! .488 83 
Q19 5.42 1.014 83 
420  2.72 1.182 83 
4 2  1 3.13 1.156 83 
Q22 3.3 1 1.43 1 83 
Q23 4.37 1.636 83 
424 3.43 1 .5oo 83 
Q25 4.06 1 SO9 8 3 
426 2..55 1.192 83 
427  2.40 1.189 83 
Q28 2.45 2.461 83 
Q29 3.42 1.939 83 
ITEM-TOTAL STATISTICS 
Scale Mean if Item Scale Variance if Item Corrected Item-Total Cronbach's Alpha 
Deleted Deleted Correlation if Item Deleted 
Appendix D (continued) 
INTER-ITEM CORRELATION MATRIX 
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